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Introduction

Although it may not be customary in a scientific project to include
an "acknowledgement" section, I feel that it is appropriate in the case
of this project. The page following the Introduction contains the names
of all staff who have been involved in this project. This has been a
tremendous undertaking, far more complex than the principal investigator
imagined when he began, in 1964, to conceive of a longitudinal interven-
tion study as a part of the plan for a Human Development Center at the
University of Florida. Many people, in addition to those named, have
Played valuable roles in contributing ideas and assistance to the project
from its planning stages which led to the original Fund for the Advancement
of Education grant in 1966 through its final stages.

The initial idea for working with mothers of infants came from ny
wife, Esther L. Gordon, who practiced "stimulation” with our children
Gary and Bonnie, and who taught me the importance of early experience.

Several of the staff deserve special recognition: J. Ronald lally,
who joined the project in September, 1966 as field director with respon-
sibility for implementing the training and home visit activities, Carol
E. Bradshaw, who took charge of the initial sele:tion of Parent Educators,
the relationships with the Teaching Hospital and served as a supervigor
for two years, John Maurelli and Peggy Kirkpatrick, who developed the
data-processing system and handled all the computer operations, Virginia
Greenlee, who, as project secretary, met many of the daily problems of
the Parent Educators and families. Of course, the Parent Educators

themselves deserve recognition. Tb’y carried the brunt of the work,

performed the most difficult tasks, faced the most frustrations in




relating to the families on the one hand and the research and supervisory
staff on the other.

Several members of the Institute for the Develop-ent'of Human
Resources made contributions along the way, and I wish to acknowledge
their help and support: J. B. Hodges and Janet McCracken in the initial
planning stages; R. Emile Jester and Robert S. Soar in research design
and statistical analyses.

Finally, the most important recognition should go to the families
themselves who accepted us on faith, stayed with us in spite of difficult
life situations, and who demonstrated their concern for their children's

futures.

Ira J. Gordon
June 19, 1969
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CHAPTER 1
Early Child Stimulation Through Parent Education

1. Problem

The purpose of this project was to investigate a way in which early
intervention into the lives of babies might break the poverty cycle.
The project attempted to simultaneously raise the chances that the
infant would reach a higher level of intellectual functioning and that
the adult who ﬁothers'him would gain in competence and feelings of
self-worth,

To achieve this purpose, the technique of using disadvantaged
wvomen to teach mothers how to stimulate their infants was developed in
s pilot program.

The pilot program, described in Appendix A, demonstrated that
disadvantaged women can be selected, instructed and placed in other
disadvantaged homes to teach mothers ways to stimulate the perceptual,
motor and verbal activities of their infants.

The stimulation procedure consists of a systematic series of per-
ceptual-motor-auditory-tactile-kinesthetic inputs baged upon a review
of the theory and research on cognitive and affective development in
the earliest years.

The concept that the earliest years of life are critical in the
development of not only the personality but also in the intellectual
development of the individual is becoming generally accepted by the
scientific community and the society-at-large. A clear indication of
the spread of this idea is in the President's state of the union message

of January, 1967, in which he urged that we try new methods of child

development and care from the earliest years. However, there is a




considerable empirical and theoretical gap between the generalization
stated above and the systematic implementation of procedures to foster
development, For example, the nature of the experiences which serve to
stimulate development, and their sequencing, is not fully understood.
The timing and amount of intervention are unknown qualities. The inter-
play of family climate and task is not clear. In addition to these
scientific questions, we face practical questions as to how various
populations can be reached to use what is known. Although laboratory
work should be continued, the basic test of the concept must be con-
ducted under field conditions. It is only as stimulation techniques

are investigated under home conditions, without elaborate gadgetry, that

the practical as well as scientific questions concerning the efficacy of |

stimulation can be answered. The importance of providing opportunities
for children to function at their highest possible level has been well
stated by Hunt. "Participation in our highly technological culture
calls for high competence in the use of our symbol systems of language
and mathematics and for ability to think and to appreciate evidence.
The rapidity of technological change demands that all individuals have
the ability to cope with change. . ." (Hunt, 1966, p. 143-144) Based
upon a series of programmatic investigations of child rearing, R. Sears
(1957) hypothesizes that the differences between lower-ciass and middle
class child rearing patterns are a function of access to information.
The general literature on cultural deprivation indicates that language
training and other activities which contribute to development are either

minimal or comstricted in disadvantaged families. Because of this

deprivation, potential is damaged..
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Given the belief in the importance of early stimulating experience,
and the data that it is not available to indigent families especially in
the rural and small-town South, how do we bridge the gap? How do we
transmit to indigent mothers the information, along with the skill,
concerning ways to play with and interact verbally with their babies so
as to enhance the babies' potentials for development?

The pilot program developed a possible way to educate these parents
to provide their children with a good start, so that the poverty cycle
in these families might be broken. As the childfen are better equipped

to cope with school, they can move out of the indigent class into pro-

ductive, meaningful work. Further, as the mothers learn to deal effec-

tively with their infants, their image of themselves and their general
helplessness may change. |

Ou— problem was to investigate tﬁe effectiveness of the particular
technique developed in the pilot since it represented an innovation in
child welfare servicés, which, if effective, could extend the rea;h of
the pgof?ssional, and, in the long run, reduce the need for services ss
the pnrtiéipants became more capable of meeting their own needs.

2. Review of Related Research

Effects of Environment on Cognitive Development

The work of Piaget (1952) and his associates implies that thinking
does not merely emerge but can be traced to the impact of experience
upor functioning in the early months and years., Cognitive development
Proceeds through a process of integration wherein previously organized
behaviors become an integral part of subsequent behavior. As existing
mental structures are modified thréugh functional adaption in environ-

mental interaction, intellectual growth occurs. Bloom (1964) imdicates




that effects of environment are marked and that the first four years
are most critical. Loretan (1966) stresses that any of these early
years lost in a poor environment are almost irretrievable. The criti-
cal nature of early cxperience for subsequent development thus becomes
& crucial consideration for educational planning.

Data concerning the differential effects of environmental stimu-
lation on the development of infants have been collected under con-
ditions of deprivation caused by understaffing in orphanages and
institutions (Goldfarb, 1955; Dennis and Najarian, 1957; Provence and
Lipton, 1962). Skeels and Dye (1939) reported that institutionalized
infants, dlagnosed as retarded, made stgntftcant;upward changes in
tested mental performance when placed in an environment with increased
stimulation. Caldwell (1967) refers to & recent unpublished followup
which found that the gains made by the stimulated group were sustained
into adult life, while ail but one of the control subjects who remained
1nlt1tuttcni11zed developed classic syndromes of mental retardation.
Several recent investigations (Rheingold, 1961; Sayegh and Dennis, 1965;
Casler, 1965; White, Castle, and Held, 1964) have further demonstrated
the feantbtl}ty of positively altering early development through intro-
ducing stimulation programs for institutionalized infants.

The infant in a deprived home has many of the same lacks as those
in institutions. Pavenstedt's (1965) descriptions of the low-lower
class home suggest that .there is a paucity of concern for the imnfant
and further decreasing interest as the child reaches toddler stages.

Hunt (1966) points out thet it is during the second year that stimu-

lation, especially verbal, is lacking in culturally deprived homes.




If language-emerging months are critical to intellectual development,
as Bayley (1966) suggests, the lack of stimulation in the lower class
home may be, at least in part, causative of retardation. 1In reviewing
theory and res¢ . 'h on attainment of concepts, Siegel (1964) stated,
"The long-term significance of the intellectual functioning needs to be
studied longitudinally. To illustrate, it may be that one reason
children from so-called culturally disadvantaged homes have difficulty
in kindergarten and first grade is that they did not have appropriate
stimulation during these early years" (p. 216). This study contri-
butes information about the effect of stimulation on children groving
up in their own homes through a careful assessment of groups receiving
such stimulation and control populations who receive only "natural®
inputs from their deprived eﬁvironnents.

The role of language in the acquisition of meaning for different
social groups is contrasted by Bernstein (1961) and Hess and Shipman
(1965). Bernstein finds that middle class persons utilize vatiou;
elaborations of sentence structure and a range of referents to delineate
and individuate personal meanings. The lower class members, on the
other hand, rely in highly predictable implicit utterances which
poorly equip them to formulate discriminations and generalizations,
make feelings explicit, or, as a consequence, become actively responsible
for their own behavior or learning. In summarizing the work done in thg
development of language. thought, and personality, Lewis (1963) stresses
the significance of the first three years of life in the future orectic
and cognitive development of the child. "During the second year of life

the process of the growth of meaning is a highly complex interaction of

cognitive and orectic factors" (p. 37). Lewis further noted that in




verbalizing the child does so in concert with others through inter-
action with them. During the second year "manipulative communication
will also through extension and contraction, contribute toward naming"
(p. 63).

Despite frequent references to the importance of the firs* two
years by many authorities, there appears to be only one empirical
investigation of a specific program for the second year. Irwin (1960)
reported the effects of a program in which lower class mothers read to
their infants for ten minutes each day beginning at thirteen months.
At twenty months the experimental group was superior in all phases of
speech.

The studies of liess and Shipman, and Bernstein, cited above, have
focused on the form and content of language. For the young child who
comprehends little content, and even for the older child who does, the
"tone of voice" in which content is relayed is another important part
of the communication process (Kramer, 1952; Mahl and Schulze, 1964).
Markel (1965) has demonstrated that the reliability of coding pitch,
loudness, and tempo for a sample of language allows further analysis in

contrasting speech differences as, for exampie, in assessing effects of

an educational program. This study provided language experience and an
assessment of its impact.

The interrelationships of specific cognitive attainments to
perceptions of self-identity and person-identity have seldom been
explored with young children. Several investigators have found that
avareness of racial identification exists at three years (Morland, 1958;

Stevenscn and Stewart, 1958). Fowler (1962) reports that color discrimi-

nation is also a product of this period. The question of whether
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participation in an enrichment study will facilitate the development of
color discrimination and as a correlate, racial awareness, has not

been previously investigated.

Environmental Influences on Affective Development

Although it is difficult to delineate the features of the mother-
child relationship which are essential to personality development,
Bowlby (1951), Spitz (1965), and Erikson (1950) postulate that a one-
to-one relationship with a great deal of attention is necessary.
Erikson stresses the vital role of the mother-child interaction during
the first two years of life in developing the sense of basic trust and
autonomy. He hypothesizes that "the capacity to find gratification im
the outside world is related to the degree of success during the first
two years of life" (p. 219).

Witkio (1962) noted that the early mother-child relationships and
living conditions seem to be the determining influences on adult person-
ality. Moss and Kagan (1964) saw maternal treatment from birth to
three years as a better predictor of later childhood and adult ratings
than that in other age periods. Sears (1957) and Bandura and Walters
(1963) present further evidence of the iniluence of early child-rearing
practice upon development. The Lomes in which this study was conducted
offered many opportunitics to investigate the child-zearing practices

and living situsifon, and the effects these may have upon the child.

The Population

That the present position of the American Negro leads to negative

self-perceptions has been noted by Goff (1949), Ausubel (1963), and




Kvaraceus (1965). Coleman (1966) stresses the Negro's perceptions of
inability to control his own environment. The high correlations
reported by Coleman between feelings of being at the mercy of chance
happenings and such factors as school achievement coincide with the
findings of Rotter (1966) and others investigating internal-external
control expectancy. A series of studies were cited by Rotter as
providing strong support for the hypotheses that the individual who
has a strong belief that he can control his own destiny is likely to
be alert to aspects of the environment which provide useful infor-
metion for future behavior, to take steps to improve his environmental
conditious, to place greater value on skill or achievement reinforce-
wents (Goreand Rotter, 1963; Battle and Rotter, 1963). Although it
has been shown that internal control is related to affiliation and
initiative in improving conditions, the question of whether oppor-
tunities to affiliate and improve the life situation will change .
expectancy to a more internal direction has not been previously investi-

gated.

The Non-Professional Worker

The utilization of persons as educators who are seen by the parents
as like themselves and with whom they can easily identify is an inno-
vation which attempts to aid both mother and child. Reissman (1966)
and Levinson and Schiller (1965) report the utilization of non-pro-
fessionals who are themselves members of the low socio-economic treat-
ment group to increase communication effectiveness as well as relieve

case loads of professional workers in welfare agencies. When use of

the indigenous non-professional involves an educational program dealing




with interpersonal r@lationships, communicative skills, professional
co~fidentiality and maintaining personal identification, performance at
a high level of competency occurs. Tﬁis competency, however, can be
maintained only by continuous interaction of the non-professional and
the professional; by a congruency of beliefs concerning human beings.
This kind of constant interchange is central to the study.

This study, therefore, was designed to investigate, in a popu-
lation representing indigent Negro and white families, in rural, small
town and small city settings, the effects of psycho-social environmental
variables described above upon the early development of childrem. It
serves to bagin to fill in some of the gaps in our knowledge about the
population, the effects of stimulation, and the means to be employed
in educating mothers in procedures which enhancg the development of their
children. The pilot project, described in Appendix A, laid the ground-

work for this project.

3. Objectives

The objec;ivel of this project were to find out whether the use
of disadvantaged women as Parent Educators of indigent mothers of infants
and young children (a) enhanced the development of the infants and
children and (b) increased the mother's competence and sense of personal
worth. It is understood that these two objectives may have a functional
relationship with each other, and our hypotheses reflect this, but here
we see them as two equally important outcomes which may be treated as
independent. It is, of course, understood that other approaches

might accomplish such objectives.. The aim here was to investigate

vhether this particular complex of activities accomplished the goal.
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In order to measure accomplishment of these two objectives,
hypotheses were developed relating to such classes of variables as:
home situation, content of stimulation materials, amount of stimulation.
A third objective, simply stated, was to increase our knowledge of
the home life of infants in this population. As Ainsworth has indicated,
"To date, there is little published information about infants in their
own natural hsbitat, the home" (1964, p. 1). In order to achieve this

objective, a series of questions was framed.

Hypotheses Relating to the First Objective

1. At the end of their first year of life, children whose mothers

were educated in the stimulation series will be more highly developed
than those whose mothers received no instruction,
a. They will perform successfully on more series tasks.
b. They will score higher on standardized measures of
“development,
c. They will have more awareness of color and race.

These three sub-hypotheses Qpply also to hypotheses 2, 3 and 4, and,
- in null fashiom, to 5.

2. At the end of their second year of life, children whose mothers
were educated continuously since the children's third month will be more
highly developed than (a) those children whose mothers received in-
struction in either the child's first or secend year (b) those children
whose mothers received no instruction,

3. At the end of their second year, children whose mothers were

educated in only the first year wiil be developmentally more advanced

than children whose mothers were educated in only the second year,
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4. At the end of the first year of life, children whose mothers
were educated in the series will be more highly developed than those
whose mothers received a different pattern of instruction, of an equal
length of time.
5. There will be no difference between those children whose mothers
received no instruction or visits and those whose mothers had monthly

visits from nurses during the first year.

Hypotheses Relating to the Second Objective

6. Mothers who receive instruction will have higher expectancy of
internal control than those who do not receive instruction.

7. Mothers who were educated in the series will have more elabo-
rate language codes than those who were not educated.

8. Mothers who were educated in the series will have higher
feelings of self-esteem than those who were not instructed.

9. Mothers who were educated in the series will have different
voice qualities (pitch, loudness, tempo) than those who were not.

In all the above hypotheses, differences will also be a function
of length and time of instruction. The longer the time, and the earlier

the 1notruction, the greater the difference.

Hypotheses Relating to Interaction Between Objectives (a) and (b)

10. There will be a positive correlation betweern the mother's
expectancy of internal control when the baby is six months old and the

developmental level of the baby at 1 year and 2 years of age for those

receiving instruction.
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11. There will be a positive correlation between the mother's
expectancy of internal control when the baby is six months old and the
amount of verbal activity of the mother.
12, There will be a positive correlation between movecient of che
mother on internal control orientation from 6-21 monthz and success of

the baby on the series tasks.

Questions Related to the Third Objective

1. What is the density and crowding situation in these homes?
How many people are in the home, and what are the space conditions?

2. Who actually cares for the baby? How many play mothering
roles?

3. What is the extent and nature of verbal interaction?

4. What is the marital situation?

5. What happens during the visit which disrupts instruction?

6. What is the health situation of the baby?

7. How many children does the mother have?

8. Will there be differences in mothers' conceptions of the ideal
infant, ideal male infant and ideal female infant according to age of the
infant, race and parity? Will these differences be related to the
mother's description and socialization of her own infant according to

sex role?

Additional Hypotheses

13. There will be no difference within or between treatment groups
as a function of the situation variables of: density and crowding,

multiple mothering, number of children, marital situation, disruption,

mother's sex-role expectation for che child.

-
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14. Children in homes with higher levels of verbal interaction will
by more advanced developmentally, within treatment groups, over those in
homes with lower levels of verbal interaction.

15. Girls will be more advanced than boys, within threatment groups.

16. Within the groups receiving instruction in the series, both
mothers' and children's development will be a function of the number of
completed visits.

17. Children who are reported more often as ill will make less

progress than those least reported ill.

4. Procedures

(a) General Design

The major treatment variable was instruction of the mother by
the Parent Educator in the stimulation exercises. This instruction was
scheduled for once a week, in the home, on a regular basis. The mother
was not only instructed in the mechanics of the exercises (see Appendix
B) but also in the general attitudes toward seeing them as play, to be
engaged in at odd moments when both mother and child might enjoy them,
These materials, and some skills in toy-making with paper, encouragement
of all forms of play, were presented i{n such fashion that the mother
iearned by imitation of the Parent Educator. The mothering role was
not to be assumed by the Parent Educator, who was to involve the mother
in the actual task.

To test the hypotheses and questions, each fimily in the original
sample from the pilot program (for a geographical picture of the extent
of coverage, and description of sample, see Appendix A) was followed until

all children reached their first birthday. As babies reached this birthday,
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the mothers in the group who originally rcceived stimulation were ran-

domly assigned to the gecond year stimulation series or no stimulation

group. As the original control babies reached their first birthday,

the same type of assignment was made.

This yiclded four main groups:

E), receiving instruction from the babies' third month to his second

birthday; E/C, receiving instruction until the first birthday but not

during the second year:; C/E, receiving instruction in the second vear

but not the first, and C/C receiving no instruction in either year.

TABLE 1

TREATMENT PIAN

Treatment

Treatment
Group Final N 3 Mo-1 year 1l year-2 years
E; 36 Series Series
E/C 36 Series . .
C,/E 4 Nurse visits Series
Co/E 21 . . Series
c,/c 11 Nurse visits . .
Cy/C 16 : ..
Eo 21 Series Began 7/1/67
C3 22 Other stimulation Began 7/1/67
C4 25 . . Began 7/1/67

In order to investigate whether it was this particular series, or

another pattern of equal amount of time spent in the home instructing
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the mother, three new groups, (E2, C3 and C4) sclected in the same
fashion as the original population (sce Appendix A), and randomly assigned
to series stimulation, "'other' stimulation and a new control group, were
started in July, 1967. They were drawn from all the eligible babics born
in the hospital between May 1, 1967 and October 31, 1967, The two groups
of mothers (E2 and C3) rcceived instruction until the babies' first
birthdays.

The Parent Educators who had mothers in the E/C group were assigned
to work with mothers in the Ej and C/E groups. They were able to do
this as the babies in the E/C group reached their first birthday and
moved out of stimulation and were dropped from their caseloads, (For
time chart see Table 3) New Parent Educators who did not receive
training in the series, were recruited for half-time work from under-
priviledged mothers who were working in Head Start and other early
childhood programs. They were assigned on an equivalent caseload
basis (one to five for half-time). This plan was followed, rather
than employing three new people, so as to control for the personality
or other educator variables which might influence results with too
few educators, They were trained in concepts of the importance of
early stimulation, and developed their own instructional procedures
and content based upon their Head Start experiences and their general
backgrounds., {see Training section)

The staff ratio, of one graduate student (one-third time) super-
visor to three educators, was maintained.

The treatment variables were thus: type and content of instruction

(E2 vs. C3) length of instruction and timing of instruction (E; vs. E/C;

. epranms

S~ ————
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E/C vs. C/E; Ej vs. C;) prescnce of instruction (E1 vs. €] o E/C, C/E
vs. C).
The dependent variables are: changes in mother and developmental

level of the child. Spccifics are contained in the hypotheses.

(b) Sample
The original sample was described in the pilot project material
in Appendix A. Briefly, it consists of indigent mothers and their
babies born Between June 15, 1966 and September 30, 1967 at the J.
H211is Miller Health Center. Mothers were assigned to the experimental

or control population on the basis of geography.

(c) Data Collection

The data on the mothers consist of a weekly home visit obser-
vation report, called the Parent Educator Weekly Report (PEWR) (see
Appendix D for all non-standard instruments), thc¢ Rotter Social Reaction
Inventory, modified to reflect a fourtﬁ grade reading level (SRI), the
Markel Voice and Ianguagé Assessment. (MVIA), the Estimate of Mother
Expectancy (EME), the Mother How I See Myself Scale (HISM), and a Finmal
'Observation Report including demographic and ecolﬁgical data (FOR).

The data on the child include the PEWR, FOR, the Test of Perfor-
mance on Seriés Tasks (ST), the Goldman Race-Awareness measure (RA),
the "Griffiths Mental Development Scale” at age one and the Bayley
Scsle at age two. It is recognized by the principal investigator that
there are no clearly satisfactory measures of intellectual development
for this age group, however this deficiency will be overcome in part
in that the above standard measures will yield perceptual-motor scores

which will allow for comparison across groups, See Table 2 for data-

gathering scheme.

PP
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Table 2 shows the data gathering scheme. The first ycar battery
consisted of the ST, MVIA, Griffiths and the HISM scale. The second
year battery contained the RA measure in addition and the Bayley test
in place of the Griffiths. The RA measure was given to a sample of the
total population. Fifteen E;, 16 E/C, 19 C/E, and 14 C/C children
constituted the RA sample. Series testing (ST), standard testing and
the Markel Voice and Language Assessment (MVIA) were carried out by
qualified staff members. The Final Observation Report was begun by
the Parent Educators when the babies were 9 months and 21 months of
age and completed at one year and 2 years of age. The Parent Educators
were taught the administration procedures for the Goldman Racial Aware-
ness Measure (RA).

Pareat Educators also administered the Social Reaction Inventory
(SRI) during two of the weekly visits. Testing necessitated the pre-
sence of a staff member in the home in addition to the Parent Educator.
In order to reduce the mothers' discomfort, appointments for staff
visits were made and diécussed by the Parent Educator with the mother
several weeks in advance. The EME, an Osgood Semantic Differential
procedure, was administered at 9 and 18 months. .Specific procedures

for administration of non-standard instruments are described in

Appendix E.
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Data Colle¢ation
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G

9

12

PEWR (Weckly)

PEWR (Veekly)
ST(I-1V)
SRI

PEWR (Weckly)

cliE

PEWR (Weckly)
ST(IV-VIID)
VLA
Griffiths
HISM

FOR

E/C

PEWR (Weckly)

PEWR (Weekly
ST(I-1V)
SRI

PEWVR (Weckly)
cME

PEWR (Weckly)
ST(IV-VIII)
MVIA
.Griftiths
HISM

FOR

C1/E

TPEWR (Monthly)

PEWR (Monthly)
SRI

PEWR (Monthly)
EME

PEWR (Weekly)
ST(IV-VIII)
MVIA
Griffiths
HISM

FOR

C,/E

PEWR (Weekly)
ST(IV-VIII)
MVIA
Grirfiths
HISM

Cy/C

PEWR (Monthly)

PEWR (Monthly)
SRI

PEWR (Monthly)
EME

PEWR (Monthly)
ST(IV-VIII)
MVIA
Griffiths
HISM
FOR

Co/C

ST(IV-VIII)
MVIA
Griffiths
HISM

Eo

C5 (MIC)

PEWR (Weekly)
SRI
HISM

PEWR (Weekly)
ST(IV-VIII)
Griffiths
HISM
SRI
FOR

1

Modified PEWR
I (Weekly)
SRI

HISM
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Modified PEWR
(Wecekly)
ST(IV-VIII)
Griffiths
HISM
S
FOR
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HISM

ST{IV-VIII)
Gri©fiths
HISA
SR1

MVLiA




CHAPTER 2

The Parent Educahon prOQram

Selecting and Training the Parent Edicatorsl

Many reasons can he given for choosing paraprofessionals for work
with envirommentally disadvantaged populations. Our assumptions were
that paraprofessionals:

1. would be more able to establish trust than a professional.

2. could open lines for fecdback that rema&n closed to the
professional.

3. could collect data not available to the professional.

4. could enter into new situations with a disadvantaged person
without the ingratiating falseness often present when pro-
fessionals try to establish rapport with a person from a
vastly different background.

5. would be attuned to cultural clues often missed by pro-
fessionals.

6. would less frequently, than a professional, offend the
sensitivities of a disadvantaged person.

7. would make it easy for a mother to relax and be "natural."

8. would not have to translate their ideas from one type of
language to another.

9. would not be shocked or offended by many of the things that
happen in the home nor overpowered by immediate but super-
ficial problems.

These assumptions led to our belief that paraprofessionals could be

effective workers, especially with the disadvantaged members of our

society. However, they in no way supported the idea that paraprofessionals

were naturally ready to assume the more technical sides of newly created

IThis section was initially prepared by J. Ronald Lally
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positions. Training was necded and adequate selcction criteria were
essential. The next section will discuss two methods of selection which

we have used at different times ir our program,

Selection
Perhaps one reason p- ople have problems selecting paraprofes-

sionals is that they do not know the job that needs to be done. For
instance, a carpenter has specific tasks he has to fulfill in order to
do a good job, he knows them and his employer knows them. But if a
person has never worked as a paraprofessional before and the person
hiring hasn't hired many paraprofessionals, both do not really know
what skills and what type of person is needed. We were faced with
Just this problem. We were creating a new role, and had no experi-
ence to utilize. For this reason, we could not specify competencies.
We expected that role definition would emerge from cooperative efforts
on the part of the parent educators and the professional staff. There-
. fore, our first approach.to selection in August, 1966 was for ggneral

characteristics.

First Approach - Selection for General Traits

Recruitment was the first task and the major reéruiting technique
was word of mouth. Head Start personnel, the one Negro schoolipsycholo-
gist in town, (Miss Susie May White), Negro ministers, Salvation Army
people, and Public Health nurses were all informed about cur needs. The
Florida State Employment Service not only provided interview space and

its record keeping facilities but also engaged in recruitment. Approxi-

mately 75 women responded,
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The staff tried to develop a set of criteria for selection of
Parent Educators and weighed such questions as age, marital status,
experience with babies, intellectual capacity, personality, reading
and writing skill, and so forth. But at the time interviewing began
it was not clear what the major criteria should have been. Only one
rule was firm. Because of the naturc of the job every person hired
haq to have a car that was available to them from 8 to 5 Monday
through Friday. We had planned to select only high school graduates,
mothers and women under forty, but in each case we altered our plan.
Table 4 presents background information on the Parent Educators
finally selected. Previous jobs and work wich children, Head Start
experience and recommendations were taken into consideration but no
guidelines were set to choose 2 person with one type of experience
over a person with another type of experience. All other criteria
for selection were geared to pick the type of woman we thought would
work well with young children and communicate well with adults, We
tried to select women who had and enjoyed their own children and
felt the need for a change in the way disadvantaged children were
'being brought up. In addition,we tried to selecf women we felt could
interact easily with other adults and those who were flexible enough
to change some of their old ways of behaving.

Open ended questioning was the main tool with which we tried to
gain this information about the prospective Parent Educators. In
addition, their ability to communicate verbally in the interview and
comprehend a short written description of the project was noted. About

one half hour to forty-five minutes was spent in a one-~to-ciae interview.

The notes from this interview were brought to staff meetings, and
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TABLE 4

THE PARENT EDUCATORS

22
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No. Race Marital Status No. Children Recruiting Source
1 N 12 2 School Counselor
2 N 12 0 School Counselor
3 N Jc 1 Head Start
4 N 12 3 Head Start
) N 12 6 FSES
6 N 12 4 Head Start
7 N 12 1 Head Start
8 N 2—Coil. 1 Head Start
9 N 11 2 PH Nurse

10 N Jc 1 Head Start

11 N 33-Coll. 1 Home Dem., Agent

12 N 12 2 Salvation Army

13 w 9 4 Anothe? Par, Ed.

- 14 w 12 3 Informal

15 w 8 7
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recommendations were given by the interviewers as to whom thev thought
were the best qualified applicants., Some people were selected at these
meetings while others were called in for another interview before final
decisions were made.

The Parent Educators had such previous job experiences as hair-
dressers, barbers, domestic workers, Head Start workers, field workers,
and OEO work-study program employment, Their husbands were basically
engaged in unskilled and semi-skilled occupations. Although the fact
of high school graduation set the Negro Parent Educator to some degree
apert from her expected clientele, the general work background and living
conditions resembled those of the mothers with whom we e*pected her to
work. The white parent Educators were less well educated, older and
with generally more work experience. Recruitment of white personnel
was a good deal more difficult with far fewer applicants and thus far

less choice.

Second Approach - Selection for Specific Skills

When we employed additional Parent Educators, after a yeaf of
operation, roles had become more clearly defined and the need for
specific skills had become obvious. The additional handicap of no
time for extensive pre-service education made us change our selection
critéria so that people were picked who could very easily master the
techniques of the job., The focus of the interview changed as the inter-
viewer began to look more carefully at other areas besides the ones
described in the first approach;

The prospective Parent Educatof was exposed to many of the forms

that she would be expected to collect and after 2 brief description of
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what was Lo bc done with them, she was asked to fill them out. This was
also done with computer coding shcets and some basic mathematics problems.
Role playing was used as a tool to find out many things about the back-
ground of the prospective Parent Educator. One situation commonly used
placed an interviewer in the role of a mother being enlisted into the
project by a Parent Educator whose role was played by the prospective
Parent Educator. In this situation we could ascertain not only the
verbal skills of the applicant but also many of her ideas about such
issues as child rearing, discipline, and the nature of intelligence.
Other role playing situations were used to find out how she handled
responsibility and her use of the clock and the calendar., Selection
was based on the appropriateness of the applicants' responses in these
situations as judged by the Project Field Director who conducted all

of the interviews. Three women were selected in this manner and moved

very quickly through training to field work.

Training

The type of training we found most productive included training for
the panorama of changes the Parent Educator had to make both affectively
and intellectually in her new role, The narrower gqals of training such
as specific training for particular skills, became a part of the tran-
sition from trainee to Parent Educator. To aid in this fundamental
development the training staff had to remain flexible and willing to
change their training plans as the needs of the Parent Educators changed.

It became evident very quickly that lectures and large group dis-
cussions about abstract ideas were not effective teaching tools., From
time to time when we used the lecture method people were found falling

to Sleep, doodling on pads, or passing notes.
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Mention of a few of the techniques used should convey the style
of training found most effective: 1. role playing, 2. direct work
experiences with mothers, children and materials, 3, field experiences
in interviewing and teaching, 4. breakdown of presentations of abstract
ideas into small capsules complete with concrete examples and small
group discussion with clarification, 5. over training in areas where
understanding was deemed essential, 6. small group sessions geared to
airing and discussing problems, complaints, suggestions and w=zek
changes. These techniques were employed through all the different
training situations although emphasis changed as the paraprofessionals
moved from one phase to the next. A more detailed description of the

various phases follows,

Intensive Phase

The initial training phase consisted of a five-week program
conducted by an interdisciplinary team drawn from education, child
psychology, social work, and nursing (September-October, 1966). The
focus was on the exploration of ways of working with mothers sa that
a mother would understand: (1) how to work with her infant and toddler,
(2) why it was important for such activities to be provided, and
(3) why it was imperative that the mother provide these activities
herself rather than depend on the Parent Educator to teach her child
for her.

We believed it was necessary to insure that the trainee realized
that her opinions, ideas, and aftitudes were important to the success
of the program. Each part of training, whether lecture, large group

discussion, small group discussion, role playing, field trips to homes
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and hospital wards, interview training, observation practice, or work
with dolls and/or babics and mothers was based on this fundamental belief.
We believed this attitude of open two-way communication was essential
both for the prospective Parent Educator and the training staff. We
believed that the trainees should be treated as professionals and held
responsible for different areas covered during the training period.
Therefore, they were neither coddled nor checked upon continously.

Most of the training periods were based on problem-solving
activities, The topics discussed were problems of basic concern to
both staff and trainees, usually derived from questions of the trainees
during a role-playing session or some other practice exercise. The
most effective training procedures were operations as close to reality
as possible., Lectures were brief and usually served as explanatory
beginnings of activity exercises. Motion pictures were used for train-
ing in objectivity of observation. The ability to show a scene over
again and again had obvious advantages for this type of training, We
found role-playing situations most useful to teach the series materials,
interview techniques, and observation practices. The use of strange
(to the trainers) mothers and babies to act as subjects was of great
help because it approached the real life situation more closely. It
was during these role-playing sessions that we discovered many of the
hazards which would have to be overcome, Some of them were: (1) living
and working conditions that seemed to prohibit productive training of
infants, (2) special safety considerations in the homes, such as
splintered floors, broken glass in the yard, undesirable animals present,

(3) superstition and voo-doo beliefs that were in direct conflict to our




27

purposes; for example, the beliefs that a precocious child dies early,
and that it is dangerous for a child to lcok in a mirror before his first
birthday.

As training progressed, the trainces became more critical of their
own and other trainees' skills. They were by far their hardest judges.
For the most part, criticism was constructive and helped raise the level
of trainee competence. Awareness of personality factors and habits which
might block effective functioning were brought to light in group dynamics-
type sessions, Procedures suggested to us by Dr. Robert Soar that were
created at the Temple Group Dynamics Center were used in the sessions.
These sessions enabled trainees anmd staff to see the roles they played
in discussion groups. The increased awareness of an individual's impact
on the total group helped to make training sessions run smoother and
enabled more people to voice their ideas.

The bulk of the time spent in training was used to make all mem-
bers of the team comfortable with and knowledgeable of all the exercises
to be presented to the mother. Our aim was a complete understanding
and functional knowledge of the series materials so that any question
asked by the mother could be answered easily. Sﬁch mastery has enabled
the Parent Educator to spend her time in the home relating to the mother
and observing the situation without worrying about her own grasp of the
material. The following order of activities were pursued:

1. Each series of exercises was explained and reasons were
given for use.

2., Discussion sessions were held until all initial problems
were ironed out,

3. Demonstrations of the exercises were conducted with a doll.

4. Practice with dolls by trainees was conducted in small groups.
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This usually brought morc problems to light and led to
ideas for more cfficiet ways for presentatior.

5. Discussions of the practice sessions were held.

6. Babies were taught.

7. A final discussion session was held to clarify the new

methods and means of presentation of thc exercises which
had evolved from the original thoughts, througa practice,
to their new form,

By the end of the intensive period, each Parent Educator knew every
exercise to be used, the reasons for its selection as part of the series,
and what it would do for the baby. Most important of all, she knew how
to teach mothers to teach their chiidren the different exercises without
conveying the idea that the mother was being “taught at” or that she
didn't know how to take care of her baby. Along with the concrete work
experiences the paraprofessionals received operating guides which were

discussed when distributed and reviewed periodically. Two examples of

these guides follow below.

1. Training Procedures

"Begin training when the baby is 3 months old.

First Visit:
Have the mother present all the exercises in Series I to the baby
and see if the baby can do them, Check off tic exercises he can do in

your notebook.

Second Visit:
Teach the mother the first two exercises that the bady couldr't do
when 1t was tested the week before. Teach these exercises in detail and

make sure that the mother knows how to do them correctly, Write date

taught in notebook.

[P I SR
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Third Visit:

Sce if the baby can do the two exercises you taught last time. If
he can, write in the date of success and teach two new exercises. If he
can't do the exercises sce if the mother really knows how to do the exer-
cises. Record under comments if the mother could or couldn't do the
exercise. Teach one more exercise to the mother and spend the rest of
the time teaching her how to make toys, play games with the baby, and/or
sing songs.

Only have the baby practicing three exercises in any one given

week. Don't teach the baby new exercises if there are three he

hasn't succeeded on. Each time the baby has success on 2n
exercise teach the mother a new exercise that day. Do this

until you finish the series. Follow the same rules for Series

-

II, III, IV,"

2. Approaching a New Experimental Mother (at 12 Months)

"Parent Educators will contact and interview the new mothers that
have been assigned to them. These people will be mcthers with &oung
babies who have never been contacted; mothers of babies who have been
working with Mrs, Bradshaw, and mothers from the control group whose
babies are 12 months old and have already been tested by staff members.

It might be helpful to read over the paper PEP - Parent Education

Project before you go into the home so that it will be easy to explain
what we are doing. If you feel the mother is interested you can leave

a copy with her. Make sure that she signs the release form and it is

turned in to your supervisor,
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The mothers that have never been contacted before will not be any
different from mothers you have intervicwed in the past. The mothers
that have been working with Mrs. Bradshaw will not know very much about
the project and will nced it explained to them. The other control
mothers will have to be convinced of the advantages of participating in
the project.

It is very important when you go to interview a new mother, that
you know how old her baby is and what contact she has had with the
project in the past so that you will be better able to gain her support

and consent.’

Another method we found to be effective in helping the parapro-
fessionals understand the project better was to reduce many of our ideas
and goals to very simple language. This not only aided understanding
on the part of the paraprofessional but it gave her tools to use in her
work with mothers in the field. One example of this method is the
booklet 'Intellectual Stimulation for Infants and Toddlers” which was

the curriculum for the project. Another example follows below.

3. PEP - Parent Education Project .

"The Parent Ed:ucation Project is trying out some new ideas., We
believe that when a baby has lots of different kinds of things to see,
to hear, to feel, and to do his mind will grow faster and better than
it would if he had only a few things to see, hear, feel, and do. We've
made a plan of things to do with-a baby because we believe that the

baby's mind needs things to make it grow just as much as his body does.

Why do we think so? First, let's think about how the body grows.
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Everyone knows that children who are rot fed at all will not grow - and
nearly everyone knows that if a child is fed only a couple of things -
like, say, grits and candy - without milk, vegetables and other foods -
he will not grow as strong and as well as he could if he had a variety
of kinds of foods. Of course he won't grow to be a giant no matter how
much or how well we feed him, but the way he is fed makes quite a dif-
ference in how healthy and strong he will be. Now let's think again
about the mind and how it grows. If a baby has very little to see or
hear or feel or do his mind won't grow much at all. We know this is
true because some babies in poor crphanages who have no one to play with
them, show them things, and move them about, do not learn to think very
well, Their minds do not grow 2s well‘as those of other babies who
have had meny different kinds of things to see, hear, and do. From this
we know that the mind does need something to make it grow just about in
the same way the body does.

Of course it would be just as bad for a baby's mind to be all the
time in a place where there is too much noise and activity as it would
be for the baby's body if we tried to feed him gallons of milk, boxes
of cereal, and cartons of oranges all at one time; What a baby's mind
really needs to help it grow best are lots of different sights, sounds,
things to feel and do - but it's best if they can happen a few at a
time so that the baby can learn as much as possible about each thing
without getting it mixed up with a lot of other things,

The Parent Education Project has made a plan for things to dc with
a baby that will help it's mind to grow. We have made up a "series’ of

special things for a mother to do with her own baby. If 2 mother does

.




these things with her baby at times when he is feeling happy and comfort-
able and in a place where he isn't confused by a lot of other noises and
people, his mind will be helped to grow. Ome of the things the Parent
Fducation Project is trying to do is to find out just how much this
special "series’ of activities will help in making a baby smarter than
other children whose mothers do not do these things. This is really

what the Parent Education Project is all about. "

During the last week, the trainees were sent to the Shands Teaching
Hospital of the University of Florida to conduct initial interviews
with new mothers. Immediately after the interview, the trainee reported
to a small group of fellow trainees in one of the conference rooms in
the hospital. These groups ;ere used to relax the trainees before and
after their initial contacts with the mothers.

Field work started gradually. Each training staff member was
assigned three trainees, now called Parent Educators, to supervise.
For the first week of field work the Parent Educator was in the field in
the morning and consulted with her assigned supervisor in the ;fternoon.
The supervisors were doctoral students on 1/3 or-1/2 time basis. Those
on 1/2 time also had other research tasks, so that the ratio of full-time
supervisor to Parent Educator was 1:9. These consultations dealt with
questions by the Parent Educator about problems. Supervisors did not
give solutions to the problems, but explored with the Parent Educator
different ways of attack. Role reversal situations were used in which
the Parent Educator triead to put herself in the shoes of the mother she

had just visited. The role of the supervisor will be explained more

fully in a future section.
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intensive training terminated with & Parent Educator and supcervisor
visit to cach assigned home. This visit was used as a final aid in
observation techniques (the supervisor and Parent Educator filling forms
together) and as a means by which the supervisor could get bettier

acquainted with his Parent Educator's mothers.

In-Service Phase

Each Friday was set aside for in-service training. Individual
conferences were held, specific problems were discussed and brought, if
possible, to solution. Study in pertinent subject areas (child develop-
ment, interpersonal relations, disadvantaged families and related commu-
nity functions) were pursued in large groups, small groups and by indi-
viduals., Visits were made to related projects, day care centers,
nurseries, pre-schools and the like. There were guest lectures from
staff members of similar studies at different universities.

Authorities from our own campus in the areas of anthropology, speech
and hearing, nursing, clinical, social and educational psychology were
called on not cnly for instructional hielp in the broad area of general
knowledge, but also to aid us in the solution of specific on-going
problems. Consultants were used to help with particular project

problems, ranging from a more scientific means of observing speech

patterns to the way a mother can find financial aid for her crippled child.

-~

Motion pictures were found to be effective when selected with a
specific purpose in mind and discussed during or after their showing.
(See end of this section).

Many of the Friday sessions were spent in explanatiion and discussion

of new research materials to be used. Since the Parent Educators have
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been in the field, no fewer than eight such tcols have been created and
administered.1

The role of thc Parent Educator in the development of these tools
was a critical one. A basic problem in attitude measurement is the
language gap between the psychologist and the disadvantaged mother. The
Parent Educator's knowledge of both aided in the sclection of appropriate
words and items, A second concera is the attitude of the mother toward
meaéurement. Here again, the in-service education activity aided in
both helping the researcher understand the problem and the Parent Edu-
cator to overcome it,

Since many records were kept, part of each Friday was spent in
individual consultation with a supervisor going over forms, discussing
problems, and staying current with the flow of paper work,

In summary thean, the in-service day, an example of which is pre-
sented in Figurel , had three major subdivisions:

1, General Education, This was designed to gradually broaden knowledge

in the areas of child development and human dynamics and upgrade the
level of functioning of each Parent Educator through a better under-
standing of herself and the world around her;

2. Specific Task Education, This provided for a continued emphasis on

competence in objective observation, accurate record keeping, improve-
ment in methodsof teaching and testing, more precise data gathering
and the many other skills —ecessary for the fully functioning child

development {iainer,

1Some of these are availabie in a package, "A Portfolio of Maternal
and Environme:tal Measure,” from the Institute for the Development
of Human Resrurces, University of Floride,

el
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3. Feedback and Dissemination. The collection of the specific anecdotal

information which came in each week through small group discussions
and individual mectings allowed for clarification of directives and
changes in tactics that had a bearing on the effective operation of

the program.

An additional part »>f our in-service trainihg was an occasional
trip to another project. Some of the trips made were to visit:

1. Project Know How, Florida State University, Tallahassee, Florida

2. The lLearning to Learn School, Jacksonville, Florida

3. Head Start Orientation Training Sessions, lniversity of Florida,
Gainesville

4. Human Development Center, J. Hillis Miller Health Center,
Gainesville

5. Sunland Training Center, Gainesville

6. The Northeast Development Day-Care Center, Gainesville

7. Bell's Nursery School, Gainesville

8. Hawthorne Day-Care Center, Hawthorne, Florida

9. Newberry Day-Care.Center, Newberry, Florida

Training an Individual Parent Educator

One area not covered earlier was the training of individual Parent
Educators who were hired after the program was already in progress. These
people, as stated esrlier in the selection section, were selected because
of the skills they possessed. They needed less fundamental training but

still had to receive a good foundation in the curriculum, data collection

assignments, and the philosophy and purpose of our program.

TR e Ty




T R TR A

.

Figure 1

A Typical In-Service Day

Approximate
Times

8:30

9:00

10:00

11:00

12:00

1:00

2:00

5:00

Administrative Procedures: collecting travel vouchers
and time cards, checking the mail boxes for messages,
etc.

Specific Education: role-playing connected with new
stimulation materials; practice with a revised computer
coding form; clarification of data collection methods.

General Education: a discussion of infant intelligence
tests and their value; a lecture on self-concept and
ways of becoming more perceptive.

Specific Education: a discussion of the up-to-date
results of the babies on "Griffiths Intelligence
Scale' and what this means to us as teachers.

Lunch

Feedback and Dissemination: a general staff meeting
including all members of the staff; professionals,
paraprofessionals, and graduate students. Information
discussed included changes in the collection data of
specific materials, announcements of interest to all
and a period for open discussion of any topic any mem-
ber of the group thinks should be brought to the
attention of the total group.

Specific Education:—_

General Education:— - - - ™™ Continuous running of

Feedback and Dissemination:* Harlow's movie, "Mother
Love for the people not
in small group meetings
or individusl conferences.
Toy and mobile making.

Individual Conferences: Parent Educator and supervisor
clarification of functions for the next week and reports
on activities of the preceding week.

Small Group Conferences: Supervisor with all his Parent
Educators talked about similar problems and figuring out
solutions.

-
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Their first few days were spent in the offitce becoming familiar with
the skelcton of knowledge they needed for minimum functironing. During
this time experienced Parent kducators, members of the rescarch staff,
secretaries, graduate students and others helped familiarize the new
worker with the particular parts of the program that were their respec-
tive specialities. As soon as possible the new Parent Educator was
sent into the field with staff testers and experienced Parent Educators.
After a few visits the experienced Parent Educator let the new Parent
Educator do some of the work and had a conference with her after the
completion of the visit. The new Parent Educator was also expected to
fill out an observation form at the visit's end and this was compared
with the experienced Parent Educators. Both reliability and under-
standing of the form were checked during this conference.

Her first in-service training day was spent gcing to all the
different group meetings at which children whom she had visited were
discussed. It was also spent in special sessions with her supervisor
to whom she had now been assigned and members of the training staff
who might be able to help with her particular problems. She was
usually assigned a few families of her own for her next weeks' work
but this depended upon readiness reports of the Parent Educators and
others who worked with her. For her first few weeks her supervisor
remained available to her at all times and went on quite a few home
visits with her. As her competence and confidence increased, super-
visory activity decreased.

This method of training has worked very well for us, It fit into

the learning by doing notion. It forced us to keep things concrete and

seemed to complement the learning styles of many of our Parent Educators.
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It most often lead to a fully functioning Parcent Lducator in about four
weeks. It also served as a useful review and reiresher course for the
Parent kducators who took part in the training.

One group of Parent Educators, those that worked with th¢ C3 (trained
with a different curriculum) group families, was trained apart from the
Parent Fducators who worked with the experimental groups. The mcthods

by which they werc selected and trained are found in the next section.

Selection and Training of the C3 Parent Educators?

The Parent Educators were selected after thorough interviews. They
were all high school graduates, mothers, and had a high degree of interest
in infants and the development of materials for helping other mothers.
These women held a variety of jobs but all included at least one other
job in which they dealt directly with children. These included such
jobs as teachers' aide, schoolbus driver, aide to children in home for

mentally retarded and housekeeping which included child care,

Pre-Service Training

The Parent Educators were most concerned about the data collection
and they were given intensive training in this area, This proved to be
difficult for them and every effort was made to simplify th- data
collection tasks whenever possible.

The pre-service phase was four weeks long and was divided into the
following major areas: (1) developing stimulus materials for the project,
(2) learning how to teach these materials and (3) instruction in data

collection,

2This section of the report was prepared by Mrs., Judy Block, the cocor-
dinator of the C3 group.
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The first two weeks were spent in studying intants for the develop-
ment of tasks for the home visits. Each Parent lducator worked at home
with neighborhood youngsters and brought her tasks in for group consi-
deratinon., The supervisor led the discussions o these tasks and inter-
Jected information pertinent to this devclopment. However, the infor-
mation was of a general nature concerning infants and learning and was
not intended to approve or reject tasks. The supervisor restrained
herself, allowing the Parent Educators to determine the usefulness of
task materials. (See Appendix C for tasks)

During the remaining two weeks, thé Parent Educators drilled on
teaching the series materials and made all of the equipment necessary
for this instruction.

While the tasks were being developed and the trainers schooled in
instruction, they went out on their own time to meet the families with
whom they would be working. They felt that it would be better if they

would get to know the babies before the first training session.

In-Service Training

In-service training for the Cg group of Parent Educators consisted

of two types of training: (a) Group Training in a four hour session

each week and (b) Individual Sessions with the Parent Educators and their

supervisor,

Group Training

The total group consisting of six Parent Educators and their super-

visor followed this schedule each week:

8:00 - 9:00AM Data collection and distribution

9:00 - 10:45AM Review of currently used series materials and
discussion of problems

11:00A- 12:00PM Guest speaker or supervisors' report on new or
pertinent materials

e ke s Wi
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Each week the Parcent Educators revicewed the currently used series
matecrials and discussed all the ways of breaking down the concepts for
the easiest teaching methods. In order to achicve this, they took turns
role playing the parts of mother and infant as well as trainer. They
eriticized ecach oti.er and learned to watch for the pertinent behavior
and analyze it as a team.

Their concerns included more than the project task of teaching
mothers to stimulate their infants. The¢y included such topics as:

1. Interpersonal relations and how to inprove them.

2. How good physical health and mental health are related.

3. Community services and how to obtain them.

4. Child growth and development patterns.

5. How and when children learn to talk.

6. Infant intelligence tests and their uses.

They raised numerous issues about waycs of helping infants grow and
learn.

The third segment of the training session consisted of lecture/dis-
cussions by various faculty members anad guests from the community. These
persons were selected to answer questions broughf up by the Parent
Educators at previous meetings. A sampling of these lectures might
include:

1. How women develop their unique mothering styles

2. The infant from birth to twelve months

3. How language experience affects later speech development

4. Superstitions and how to deal with them.

5. The ABC's of budgeting

6. Local agencies and what they offer

7. Ways of using commodity foods and many many more

v o— —
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Individual Training

The sccond typc of in-service training consisted of individual
conferences aml field trips to the homes of the families in the projcct.

The supervisor went with the Parent Educators into the homes of
each of her familics. These visits were a part of the Parent Educators
regular weekly visits. On route to the homes the trainer would give
a review of the progress with the family and mention any problem areas
for the supervisor to observe.

Following the home visit the Parent Educator and supervisor would
discuss the Parent Educator Weekly Report - PEWR, the actual teaching,
interpersonal relationships, and the next course of action.

These individual sessions were the backbone of the training in the
C3 group. The Parent Educators felt that their supervisor was well aware
of their work. They felt relieved that they could share their problems

at the concrete level and show their successes as well.

Problems Encountered in Training

In our two and one half years of operation we have had to éope with
many situations we did not anticipate and for which we had no plan.
Many of those situations impedzd the functioning of the program and
made for difficult times in training and field work; No standard format
was designed to handle the situations, All of *‘he many facets of the
training program such as small group work, individual sessions, role-
playing, were utilized to help reduce and solve the unexpected problems.
Many staff meetings were conducted and a great deal of time was spent
trying to find the best way to handle those situztions. Listed below

are some problems with which we had to come to grips and some of the

ways we dealt with them.
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The problems can be divided into tvo gro.ps,  The first group relates
to the Parent Educator's rcaction Lo our particular type of nroject. The
sccond group relates to the Parent Educator's recactions to steady "Univer-
sity type” work. Keep in mind that although scme of these problems are
similzer to those of teachers and graduate students, they are not identi-
cal. They cannot always be handled in the same way because the Parent
Educator is different from the teacher and graduate student in back-
ground, goals and motivation.

Problems related most clearly to the Parent Educator's reaction to

the "Esrly Child Stimulation Through Parent Education Project’:

1. Difficulty in getting abstract ideas communicated both from |

training staff to Parent Educators and from Parent Educators to

mothers.

At first it seemed that this problem was not too great. The
Parent Educators acted as if they understood the concepts we were
expioring. But when ideas like fixed intelligence and pre-determined

development were qucstionéd or elaborated upon we found two things

happening. Most people couldn't generalize from the concept to

practical application. On one hand, they could think that intelli-

[ ——

gence was completely inherited and on the other hand that early
stimulation would help a great deal to make a child more intelligent.
A second reaction to a new concept often brought instant bending of
the concept tc fit a persons' own set of beliefs., This was made
evident to the training staff when the concept came back to us com-

Pletely changed in meaning and in support of a persons' actions.

TS AV P z

One can't help but think of Festinger's ideas of cognitive dissonance/

consonarce.
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Our 105t successlal atiacic on this preblem was to give cuch

Paren: rducator as meny coucrete experiences as possible in which B
she could cxpand her understainding. Practical problems were con-
stantly relatcd to theory and theory was linked reguiarly to the

day tc day precject operat.ons.

2. Missionary zcal which later i :rned to disillusionment or bore-
dom with day to day functioning.

Motivation during the initizl training phase was very high.
The Parent Educatcrs saw themselves in a new and exciting role which
had social consequence, The stafi became aware very early of the
fact that tho rarent Educators were cceing the changes they would
bring about s rramondously'significanc and almost immediate, Dis-
cussion groups vere conducted whici dealt with the reality ot long
range ;ather than short range changcs in the behavior of children
but these were mostly ignored. Once the Parent Educator began her
field work this enthusiam laggeu. She came in contact with resis-

tant mothers, data collection chores and children whose ability

varied despite her energetic training.
Movies on infant deprivation, developmental charts and dis-

cussion of ‘some of the intellectual growth that was evident in the

work they had completed with experimental children helped to bouy
the Parent Educator, but her dizillusionmment with the role she had
originally seen herself performing dissivpated slowly. Many Parent

Educators blamed themselves or the materials for this lack of rapid

intellectual growth., In both of those cases individual conferences

[ were scheduled to help the Parcnt Educator work through those fecelings.
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. Hgididy ip Valloving «rprec ont tnae Dw coas Bing Lwani Laought
Comm- Sense vouta a. or ju pact o lar o asoes,
In some respecls ovr tranilg program - opr'es oo el jihog

foew 2crent ccucators,  Supervisors foubrd (.l some Yarceal Edvucaoors
would go through tne particular exercises sclected for the weck no
matter vhat cxtenuating circumstiances arosc. Children were amwakened
from naps, and traincd when sick, Homes were visited and exercises
completed even when a personal farily tragedy had just occured.

These problems werc easily handled through weekly in-service
meetings. They usually occurred hLecausce the Parent Educator vas
trying so hard to do what she thought was a good job of training
that she overlooked somc of the very things that she was most
skilled to do i.e. understand the problcems of the family and treat
the child in a loving way. Once we reemphasized the importance of
sensitive and sensible approach to her job of training their func-
tioning with the children became much more natural and therefore
morc effective,

A more difficult problem to mastcr was the Parent Educators use
of thc series manual., It was found that a child would be held on
an exercise with the steps recpeated rigidly, until maybe a month
later, he would succeed on it, All the while he might not have had
the faintest understanding of what was cxpected of him or the ability
to comprehend each step.

A great deal of time and effort wes expended in coping with this
problem and it is still not solved. The decision was made to break
all the cxercises down into very mall piccces so that the Parent

Educator would begin with somcthing the child knew and cnjoyed
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doing and co:ld then move on to the complctlion of ihe Crers1se.
Trhis called for the Parcnt lFducator's asscssment of the child's
abilities and the sclection of the particular task that would
match these abilities.

All the Parent Educators were asked for their suggestions as
to how to break up the exercises into smaller segmerts. Children
were brought in to the center so that both assessment of a child’s
abilities and the matching of tasks to these abilities was practi-
ced under supervision. Gradually behavior towird the children
changed and is still changing as the Parent J.ducators become hetter

teachers.

4. Reluctance to accept research as well as service respcnsibilities.

The Parent Educators saw themselves primarily as teachers and
secondarily as researchers. They felt that data collection was not
as important as teaching and many times got in their way. It was
not as easy or as much fun to £fill out observation forms as it was
to work with mothers and children. Most Parent Educators didn't
like to do paper work and each new form brought with it a rash of
complaints and reasons why it wouldn't work.

The importance of research was constantly stressed as was the
fact that if no research data was collected there would be no funds
granted for teaching. By and large though, the collection of date
was unpleasant to the Parent Educator, she had fo be guided by a

strict definition of her duties and constant supervisicn by the

data process staff to perform satisfactorily.
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5. Accertance ¢l e frcaodon of ficid vork with only partial accept-
ance of the rosponaibilities.

Some found 1t very difficuit, especially at first, to keep
on the job during the weck. They did not have to report to the
office each day. As long as they mace all their home visits success-
fully and completed all their forms, their job was considered com-
pleted for the week. Some women began staying home on Monday and
making all their visits on Tuvesday, Wednesday, and Thursday. The
training staff had no knowledge of this when all the visits were
made, but after a while some mothers were not visited. After consul-
tation and review of the data coilection dates, it was found that
Parent Educators were taking a day or part of a day off so that if
they had some field complication occur during the remaining time,
mothers not at home, car trouble, etc., they would miss th:'t week's
visit,

These cases were handled carefully. The training staff realized
how new this freedom was to many. Those Parent Educators who could
not handle this freedom, three in number, were dismissed after con-
sidereble educational efforts were made, Others were supervised
more closely while most came to see their work as more of a pro-

fessional responsibility than a job,

6. Resistance to changes in the program from that which wes presented
in the original pre-service sessions,

Because of the nature of the program new and better ways were
often constructed to collect data, deal with field problems and

teach curricula. Interested professionais joined the original staff

and planned to research previously unexplored areas.
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Many Parent Educators sou thoese chenges gs an edditicnal burden.
Some felt that their joi .av ge ' oag e com:: - ana they vweren't
sure if they could handlc i'. Cthers saw thce changes as giving them
extra work to do that +hoy hadn't brrganined

Each additiorn to the proi-~ct was drscusscd with the Parent
Educators in large group mec.:ngc.  M=nv ideas were revised after
these meetings to Lettfer fi+ ¢ condi* ons i: the field. Other
ideas were never acted upon for discussion made them seem impracti-
cal or too opposed to the usual operation of the project. Each
new course of action was explazaed and its purpose for inclusion

was elaborated upon. Pcople with strong objections voiced these

opinions and in one case, the implementation of the Racial Aware-
ness Test, began work on their ow: measurc to find a better way
to test color and race awarencss thisn the* .n the proposal, This
effort did not result iy =z cuccessfel tcet ana 20 tually made the
people who workaed on 11 mure avarse .F ino dif{ficulties of test

construction,

7. Lack of paiience wit! scme 2ese fam 10 ¢ did not cooperate
and difficulty in handling the subhtle interpersonal situations that
arose in the field,.

We found that some Parent Educators came to think of some
families as completely hopeless. Those Parent Fducators were con-
vinced of the value of the proiect and thev couldn't anderstand
why people wonuldn't He willing 10 acenct thee «°1h epen arms, Other

Parent Educators became so i1:avvolved inn the jobh ihat "t was difficult

for them to sce the needs - the person L en ftey were dealing,
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Role playing was used 1n both these instances. The Parent
Educator was told to shut her eyes and try to put herself ir the —ua
skin of the mother with whom she was having a problem. §5She was
asked to feel the marital situation, home conditions and personal
inadequacies of the woman. She was then visited, in her role, by
another Parent Educator. She was asked to constantly react as the
other woman, When the brief play ended she often had a better
understanding not only of the mother but also of how she looked
to the mother.

Another method used effectively was meetings of small groups
of Parent Educators discussing their problem cases. In these
meetings the Parent Educators would share plans of attack and sug-

gest to each other different ways of coping wilu inese problems,

e

8. Strong identification of some Parent Educators with the pro-
fessionals rather than with peers, particularly by the older
women and the white women in the group,

This problem arose the first day of training and has continued
with a varying degree of intensity throughout the project. It has

resulted in clique group formation and split allegancies among. the

Parent Educators. Many techniques were tried; individual consul-

tation, sensitivity training, rejection by professionals., and all

seemed to fail, Only recently has this problem lessened. The

professional staff has vastly grown and changed over the years. This

‘fact seems to bind the Parent Educators to each other more than to

this large and partly new group of professionals,
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9. A feeling that some of the prafessionals vould never undeoerstand
what was happening on the (icld and Ltherefore wake unfarr rescarch
demands and be difficult to wor. with,

This problem was not as great as might he expected but was very
visible. A frequent complaint was that some professionals ncver
visited the homes but yet created research tools to e used in
them. Some of the Parent Educators feclt that this was not a very
scientific way of behaving and voiced this at meetings. The staff
agreed with the Parent Educators and consuited with the scientists
who were working in this manner and impressed upon them the impor-
tance of field visits as a prerequisite to assessment and data
collection requirements.

Other Parent Educators felt that it was beyond some professionals
to really understand what was happening in the homes and that even
field visits wouldn't make them much more perceptive, Not much
that was done helped to change the Parent Educators minds but most

accepted this situation as a fact of life, though not a happy one.

10. A desire to work directly with the infants rather than with the
mothers,

This desire sprang from two reasons. The first was that they
enjoyed working with the infants more than the mothers because they
were teaching the tasks directly and obtained a grecater feeling of
accomplishment when the child succeeded on a task. The second reason
was that some mothers did not work with their child during the week
and the Parent Educators wanted to help these children. These

mothers sometimes made it very difficult for the Parent Educator to

function. They would not pay much attention to the training or would

"
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not be home at appointment time. This situation even heightened
the desire of the Parent Educator to leave these mothers out of the
training and work with the child directly.

This feeling was in direct conflict with the philosophy of the

program, The Parent Educators visited the home only one hour a
week and the professional staff felt that not much would be accom-
plished by someone using only one hour a week to work with the
child. One of the main purposes of the project was to change the
life style of the mothers so that they would incorporate these

games and tasks into their day-to-day functioning and use them not

only during the week with their infant but also with their future
children,

The importance of the mother to the project was constantly

emphasized. Conferences were held and plans made td get non-coopera-
tive mothers to cooperate. Research was cited and explained which
seemed to prove the importance of mothers to the intellectual growth
of their child. Lists were made of mothers who were ''with it" and
"not with 1t" and the "Griffiths" scores and twelve months on these
groups were passed on to the Parent Educators. They showed that
the "with its" scored higher than the "not with its" and that the
"not with its" were as low as control children.

Still, real prbblems existed. Some mothers remained uncoopera-
tive. Others passively accepted training but actively did little,
For these reasons and others the Parent Educators lobbied strongly

for more attention paid to the children. Partially as a result of

their feelings, the Backyard Center,Project, the longitudinal

extension of this one includes small group work with children for

e four hours a week in addition to the home visit with the mother,.
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11. Behavior by professionals which detracted from a harmonious
training operation,

We professionals often assumed that the Parent Educators had a
base of knowledge and acted from this base only to later find that
it wasn't present. We changed our minds and altered decisions as
work developed. We expressed ideas in too aﬁbiguous or shstract
fashion and we disapgreed with each other in discussions we viewed
as professionally proper but were viewed by the Parent Educators
as causing conflict or confusion,

The Parent Educators submitted a 1list in April, 1967 (during
the pilot phase funded by the Fund for the Advancement of Education)

which indicated their concerns. This list follows:

Training Idéns-

We, as Educators, feel that we nged:

1. more reading matrrial on other projects of this type.

2. to talk more with the group on a certain topic while
being recorded.

3. to build our vocabulary on words essential to the project.

4, to learn to be more patient vith'mothers who dodge or
delibzrately miss appointments without a good or under-
standable explanation.

5. more film strips on Child Development,

6. a short statement in everyday langucge of tﬁe aims and
gonls of the Parent Education Project.

7. lecture sessions (Parent Educators read about a subject

concerning the project and give lecture).

W ————— —— o e
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10.

11.

12.

13.

14,
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to form some sort of diplomatic way of informing mother that

infant needs lcss persons present during training scssions.

to have role-playing with some unknown persons or staff members
(explaining project),

to know how to get mothers to understand that the baby's attention
would be greater toward the exercises if no one else was in the room.
to bring in interesting articles from magazines and/or paﬁers
concerning early childhood and discuss it with the group.

ways to create enough interest in the mothers to get them to

work with the babies between visits.

a discussion on how to get mother to secure materials for training"

baby instead of keeping materials furnished by project.

theory of what is to be accomplighed through training.

[




oF
S3

Consultants

1. Dr. E. A, Ringwall from the State University of New York at Buffalo,
who aided us by helping make our exercises and approach more sensi-
tive to language learning in young children.

2. Mrs. Pearl Drane, Associate Director of CDGM, Jackson, Mississippi,
who assisted us in getting our parents involved in our program.

3. Dr. Donald J. Stedman of Peabody College, Nashville, Tennessee, who
helped us in research design and in series material,

4. Dr. Judith Phillips of Peabody College, Nashville, Tennessee, who
aided us in our home visitation program and control of contamination
problems,

5. Mrs., Kitty Morozoff, a iocal VISTA worker, who lent us her insights
into the problems of poverty.

6. Mrs. Glenn Hoffman of the Bell Nursery School, who contributed her*
expertise to aid us in our understanding of children. (A local
Nursery School)

7. Mrs. Leveda Brown of the Florida Department of Public Welfare, who
gave us a better understanding of the rights of individuals to
public welfare. :

8. Dr. Madelyn Kafoglis of Community-Action in Alachua County, who
made us aware of what was already being done for the people of our
community.

9. Mrs. Flcreine Marshall of the County Health Department, who left
us with much needed information about Public Health rules and
services.

10, Mrs. Gladys Wyman of the Crippled Children's Commission, whose
description of the services of the Commission led to the assistance
of two of our children.

11. Mrs. Runeite Davis of the Florida Agricultural Extension Service,
who gave us a great deal of knowledge about the use of surplus
foods and wise purchasing.

12. Dr. Boyd McCandless of Emory University, Atlanta, Georgia, who
' helped us understand better through his vivid description, how
disadvantaged mothers view visitors to their howe,

13. Mr. Ray Waldrop of the Gainesville Housing Authority, who gave us
information about low income housing in Gainesville and helped to
make our subject population aware of it.




r—r

14,

15.

16.

17,

18,

19,

&

Dr. Evclyn Wenzel from the Elementary Education Department, who
with a group of her graduate students, taught us how to use books
with, and select books for, toddlers.

Dr. Louis Nuernberger of Community Psychiatry and the College of
Medicine at the University of Florida, who helped us understand
better the psycho/social results of maternal deprivation.

Dr. Earl Schaefer of the National Institute of Mental Health, who
shared with us his experiences with infants and explained the home
visit approach used in his Washington project.

Dr. Stan Lynch of Santa Fe Junior College, who showed us how easy
it was for a mother or Parent Educator to continue her education.

Dr. Sol Kramer, Behavioral Biologist at the University of Florida,
who helped us to appreciate more fully the reasons women become
the type ofmothers theéy are, giving us a new view of the project
mothers.

Dr. Betty Siegel, who described normal development of children
during the first year of life, helping us to clarify our expectations.
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10.

11.

12,

13.

14,

Selected Films

Portrait of a Disadvantaged Child. Modern Talking Picture Service,
Inc., Atlanta, Georgia. Film #9021.

A Chance at the Beginning. Modern Tallking Picture Service, Inc.,
Atlanta, Georgia. Film # 9C16.

Children Without. Modern Talking Picture¢ Service, Inc., Atlanta,
Georgia. Film #9015.

A Pre-Kindergarten Program. Modern Talking Picture Service,
Inc., Atlanta, Georgia. Film #9011.

My Own Yard to Play in. Modern Talking Picture Service, Inc.,
Atlanta, Georgia. Film #9014, '

Palmour St. Modern Talking Picture Service, Inc., Atlanta,

Georgia. Film #9013

Vassar College Nursery School. Modern Talking Picture Service, Inc.,
Atlanta, Georgia.

Angry Boy. Mental Health Film Board and State of Michigan Dept.
of Mental Health. TF’ack and white. Sound. 33 minutes
running time. 16mm, 1951.

Children's Emotions. McGraw-Hill Book Company. Black and white.
Sound. 22 minutes running time. 16mm. 1956,

Children's Play. McGraw-Hill Bock Company. Black and white.
Sound. 27 minutes running time. 16mm. 1956.

Common Fallacies About Group Differences. McGraw-Hill Book
Company. Black and white. Sound. 15 minutes running
time. 16mm. 1957,

Development of Individual Differences. McGraw-Hill Bcok
Company. Black and white. Sound. 15 minutes running
time. 16mm. 1957,

From Sociable Six to Noisy nine. McGraw-Hill Book Company.
Black and white. Sound. 15 minutes running time. 16mm.
1957, '

Frustrating Fours and Fascinating Fives. McGraw-Hill Book

Company. Black and white, Sound. 22 minutes running time.
16mm. 1952,

Y




16.

17.

18.

19.

20.

*21.

Learniqg Discrimination and Skills. McGraw-Hill Book Company.

Black and white¢, Sound. 10 minutes running time, 16mm.
1956.

Learning to Understand Children. McGraw-Hill Book Combpany.

Black and white. Sound. 2 ree¢ls., 44 minutes total
running time. 16mm. 1947, ‘

Over-dependency. McGraw-Hill Book Company. Black and white.

Sound. 32 minutes running time. 16mm. 1948, (Mental
Mechanisms Series, Part 3).

Parents are People too. McGraw-Hill Book Company. Black and

white. Sound. 15 minutes runmning time. 16mm., 1955.

Picture in Your Mind. McGraw-Hill Book Company. Black and

white. Sound. 15 minutes running time. 16mm.

Through animated symbolism, this film traces the
background and growth of racial prejudice.

Preface to a Life. United World. Black and white. Sound.

29 minutes running time. 16mm. 1950.

Terrible Twos and Trusting Threes. McGraw-Hill Book Company.

Black and white. Sound. 20 minutes running time. 16mm,
1950.

Film presents a close examination of the growing
years between two and four.

* Influence parents have on a child's developing
personality is shown.
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Supervision of Parent Educators

The nature of supervision changed as the project developed. The
origiral supervisory tasks grew out of definite needs felt by Parent
Educators and training staff during the last part of the pre-service
training program in 1966. The Parent Educators felt that they needed
someone to turn to with their individual problems, They also felt
that they needed someone readily available who could clarify and assist
them in performing the tasks for which they were responsible., The staff,
on the other hand, felt the need to see how effeétive the pre-service
training had been and hoped to find, through supervision, the curriculum
for in-service training. When field work began in October, 1966 the
training staff became the supervisory staff. Three Parent Educators
were assigned to one research associate or assistant.

For the first fow weeks, a great deal of time was spent in super-
visory activity. The supervisor would'neet with the three Parent
Educators working with him in a group and individually, These meetings
took place first, in the afternoon after each day's case work, later
on two days a week and finally on the afternoon of the one in-service
day each week. Each child's situation was discussed each week and
Plans were made for the next week's stimulation and data collection,

As the program progressed, the Parent Educator becsme better sble
to handle problems and set her next week's work b} herself., However,
there vas a continuing need throughout the project, for supervision
of the clerical and data-collection activities of the Parent Educators.

They liked this phase of the work least, and therefore would tend to

avoid it,
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In the fall of 19G: we rcorganized supervisior Ly shifting from
graduate student supcrvisors Lo peers. A rotation system was established
so that each Parent Educator had a turn in becing responsible for the

foims and schedule of several of her fellow Parent Educators. The

responsibility increased their awareness of the difficulties encountered
in keeping adequate records. This did not eliminate the need for some
faculty supervision, but it removed the "middle management'' level. On
the basis of this, we believe that some of the Parent Educators were
able to not only supervise another, but improve their own performance
because of increased understanding. In the present longitudinal
extension, the Backyard Center project, the Parent Educator now super-
vises not only an aide but also a graduate assistant. In effect, the
three years from 1966 to 1969 have seen a role reversal in the relation-

ship of Parent Educator to graduate assistant.
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The Stimulation Exercises: Curriculum and Instruction S"i
Materials

We have referred to.the stimulation materials in earlier sections of
this report. Here we wish to expand on one use of these tasks. The
Stimulation Exercises entitled the Series Materials were originally dev-
eloped in 1966-67 and modified slightly on the basis of the first year's
experience. They were designed to be concrete and specific and to include
not only a ''task” for the infant to do, but also instructions to the mother
as to ways to engage her child in the activity. Basically, the series
materials reflect our attempts to engineer knowledge about the sensory-
motor period contained in the work of Jean Piaget. We developed items that
would relate to object permanence, eventual conservation of liquids and
mass. the organization of body schema. Further, from our review of the
work of linguists, we included labeling and action words designed to increase
the number and type of words used by tﬁe mother with the child.

Because our position is that the most significant setting for infant
learning is one in which there is a positive emotional climate, we attempted
to include in the instructions to the mother the importance of treating
these tasks as games and fun, thereby helping the child to develop positive
feelings toward his mother and toward doing the tasks.

The series items did not stress basic locomotor skills that might
conceivably fit intc the normal maturation sequence. However, thé tasks
were sequenced so that the early ones were for infants who could not sit
up, the next were for those who could sit, followed by those which assumed
that the child was mobile.

Ouf assumpiion ins that a systematic Piagetian sequential arrangement
of tasks presented in an orderly fashion would lead to cognitive growth
along with personal feelings of adequacy. However, the instructions to

Parent Educators were that they were not to present the tasks within a

Ny
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series but were to take into account the individual performance of the §
infant: there were no set rules that task IV:3 must follow IV:2. Generally, :
tasks within a particular series were completed before the next series was
introduced. The pattern was to present the child with a series, find out
what he could do, and make this task the entry point for the other items
in the series. When he was successful in these tasks, in the Jjudgment of
the mother and the Parent Educator, the next series was then intrcoduced. 1
In this way the mother and the FParent Educator jointly determined the rate
of progress of the child, and the particular sequence which he followed.

A basic question (hypothesis 4) was whether this sequence of materials
developed from a theoretical framework ﬁould have a more positive effect

upon the performance of infants than a sequence created without any de-

liberate effort to use Piaget's plus the linguistic development approaches.
A second set of materials was therefore developed independently by one
supervisor and six half-time Parent Educators in the summer of 1967 and
used with the group labeled Cj. (See earlier discussion of training,)
After the completion of stimulation for the Cq group and the E, group
which used the original series, a comparison of the series materials with
the C3 exercises was undertaken.

A Comparison of Instructional Materials: (See appendix for C3 exercises).

Series 1 materials and the first 12 exercises in the C3 materials were
generally designed for babies from 3 to 5 months of age. Most were aimed
at visual perception tasks or the coordination of eye-hand or eyes and ears.
They were different in that I:1 stressed a response tq languege that
was presented later in c3 materials, 1:3 was concerned with differentiating

by touch and 1:8 taught a song. Singing games, finger plays, verses etc.

were taught each week in 03 along with the tasks and were not themselves

considered tasks except in a few instances.
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series but were to take into account the individual performance of the
infant: there were no set rules that tasik 1V:3 must follow IV:2. Generally,
tasks within a particular series were completed before the next series was
introduced. The pattern was to present the child with a series, find out
what he could do, and make this task the entry point for the other items
in the series. Whgn he was successful in these tasks, in the judgment of
the mother and the Parent Educator, the next series was then introduced.

In this way the mother and the Parent Educator jointly determined the rate
of progress of the child, and the particular sequence which he followed.

A bvasic question (hypothesis 4) was whether this sequence of materials

N

developed from a theoretical framework Qould have a more positive effect
upon fhe performance of infants than a sequence created without any de-
liberate effort to use Piaget's plus the linguistic development approaches.
A second set ¢f materials was therefore developed independently by one
supervisor and six half-time Parent Edu;ators in the summer of 1967 and
used with the group labeled Cs. (See earlier discuésion of training,)
After the completion of stimulation for the C; group and the E5 group
which used the original series, a comparison of the series materials with

the C3 exercises was undertaken.

A Comparison of Instructional Materials: (See appendix for C3 exercises).

Series 1 materials and the first 12 exercises in the C3 materials were
generally designed for babies from 3 to 5 months of age. Most were aimed
at visual perception tasks or the coordination of eyé-hand or eyes and ears,
They were different in that I:1 stressed a response to language that
was pregented later in 03 materials, I:3 was concerned with differentiating

by touch and I:8 taught a song. Singing games, finger plays, verses etc.

were taught each week in 03 along with the tasks and were not themselves

considered tasks except in a few instances.
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The major differences in presentation for the first five months include
six C3 exercises developed for encouragement of locomotor skills. None of
these skills were taught specifically in the series materials.

C3 #3 Pulling the child up to stand
#6 Help him learn to turn over
#8 Catch a swinging ball
#10 Creeping lessons
#11 Creeping lessons
#12 Review 3 and help him learn to stand

The Child from 6-9 Months. This includes Series II and III and C,

exercises 13-27.

Series II includes materials for the development of language and object
permanence and introduces the child to "touch related” language experiences
as well as a lesson on the mirror.

Ca exercises also include mirror experiences and language experiences‘
with the only noteworthy difference being the C3 inclusion of lessons on
how to hold and use a cup.

Series III introduces several new concepts which do not appear to

be in C3 materials.

Series # I11:2 Specifically aimed at "touch related” language

experiences. (These seem to be excluded from
C3 exercises.)

I111:4 Teaching baby to use objects as tools for getting

what he wants. (Not in C3 at all.)

The Chili frou 10-14 Months. Series IV and V and C3 from number 28-41
were designed with this age child in mind.

The series materials at this level 1nc1ude_objeét permanence, vocabulary
development and more specifically an introduction to books. The only exer-
cise peguliar to the series as opposed to C3 experiences would be the

inclusion of IVé teaching to screw on a jar 1lid. Series V included several

activities which are not included in C3 -




V:1 Scribbling on Paper /igES
V:4 Piggy Bank and Buttons
V:5 Teach "NO" is an informational word as
well as disciplinary word. i
V:7 Teach child to open box and
V:8 Practice listening to and following directions

C; on the other hand includes some "bean bag" play related to the
teaching of cause and effect, introduction of the stack forms and covered
cans as well as the teaching of stringing spools and pin wheel blowing.

It is also at this time that the C3 parent educators began tq promote
more reading activities.

One may conclude that the basic observable differences between the
seriocs meterial and the cé exercises is that the.séries material more
obviously stress language development and modeling behavior for following
directions, while thé c3 materials include more locomotor and physical
development items. Both seem to include the importance of language although
each approached this -area differently. -There is probably more attention to
rhyming and action finger-play games as a means of introducing language in
the C; materials, while there is more of a labsling and direction following
use of language, along with provision of words and directions for use of
language in the series materials.

An empirical attempt was made to investigate whether or not the items

in the series material clustered into dimensions which corresponded with

the initial aim. Iaur0111‘(1969) factor analyzed the 12-month performance
of infants on th§ series materials when they were used as an annual tost.1
He found that four clearly Piaget factors emerged, three of which related to
object concept development. A fourth factor he labeled "anticipatory use."

He also reported a linguistic factor. Three of the series V items (V1, v4, V7)

A copy of the total paper is attached as Appendix in the research report
entitled "Reaching the Child Through Parent Education.”
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listed above as not being present in the C, materials are grouped on a

3
factor Maurelli labeled "small muscles"” which also includes the IV6 item
of the jar lid along with building a 3-block tower, pointing to parts of
the body, pouring water, replacing a formboard cut-out. These tasks all
relate to the development of sensory-motor schema which we assume have

payoff later in conservation and categorization operations.

Instruction

Of major importance to the project was not simply the existence of
sets of materials, although their existence made the job of the Parent
Educator more practical and teachable, but the way in which the Parent
Educa;or introduced the tasks to mother and infant. Because of the basic
design of the project, it was not possible to obtain frequent observations
by faculty or research staff of actual presentations on home visits. The
PEWR does not contain information as to. how the task was conveyed. Training
operations described earlier were based on the notion that sufficient
demonstration and role playing would ensﬂre a somewhat uniform type of
presentation easily understood and copied by the mother, and offering the
child experiences and instruction in performing the tasks and exercises. A
- basic problem in task development which we faced but did not necessarily
solve was how to write a task so that a ﬂon-professional and a mother could
éonprohend and follow but not be completely structured by what was written
on the page. Tasks, when taught directly and by vir;ually rote methods,
become test or evaluation itoms instead of instructional aids. Observation
on home visits pointed out the problem to us and a considerable effort was
made to help the Parent Educators view a task as a point of departure, but
we are not convinced that this was successfully -<-complished. This is not
to assume that the fault lay in either the training or in the capabilities

of Parent Educators. Observations of teachers in regular classrooms clearly

illustrate that this is a common failing. The problem may be defined as
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locating the entering behavior of the child and solving what Hunt calls

"the problem of the match.” How, if a child is not able to perform a task
at initial presentation, is the task then so structured, broken down, and
presented? How can the Parent Educator and mother find out what the child
can do, and use this as a beginning point for helping him learn a total

task? For example, task VIIIYf in the stimulation booklet indicates that

the child is to haﬁd the mother a block by color. An earlier version of this
tagk placed three blocks in sight, for example, red, blue, and yellow, and
the mother would say "hand me the red blogk." Mothers followed these
directions after they pointed out the block and said to the child "this is
red.” What happened when the child could not pérforn? One pattern was for
fhe mother to simply restate the directions in a somevhat louder tone of
voice. A more learning orientation might have investigated three of the
elements: "hand me,” "red,” "block.” It might be that the child could not
understand what it wis the mother wilhea, or it might be that he could not
identify by color. The process of helping the Parent ﬁaucators and mothers
to abandon repetition of dirocti@nl in a louder tone of voice and the
adoption of a task analysis approach has by no means been solved in this
project.

Task VIII 2, which was nct originally part of one seriés, is an example
of how we attempted to free the mother from being confined £o behaving as
though in a test situation. We developed it later in the'progral.whén we
became aware of the problem. You will note on this task that we included
specific directions to allow tho child to make other arrangements, to play
with the materials, and to stay with the materials after he his had a chance
to do the t;sk with his mother. Home visit observations led us to a con-
clusion that mothers and Parent Bducators were prone to use a task so that
as soon as a child was able to do it he rarely had an opportunity later to

overlearn or to engage in the task purely for fun. Both Parent Educators
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and mothers approached these tasks in a serious vein. Perhaps their serious-

ness decreased the opportunities for the children to meet one of our hopes,
that is, to have opportunities to assimilate through play without the need

to achieve a particular goal. The notion that the familiar becomes desirable,
a point so well made by Hunt, was one we did not perhaps get across. Once a
task became familiar, the Parent Educator would check it off on her list

and it seemed that she and the mother would not reoffer the child an
opportunity to enjoy that particular activity.

We learned from this experience that the development of a curriculum
guide or a set of curriculum materials, attractive though they may be,
and useful beyond the borders of the project, is bﬁt the first step in
the instructional process. We discovered the problem within this project,
but we did not solve it. What is needed is careful examination of the
process of instruction used by Parent Educator and mother so that cues can
be found for assisting them in teachxng-rdther than ordering, or telling,
or merely presenting materials.’ I would ;eiterate that the problem is more
widespread than being confined to this g;oup. Although Hess and his ass-
ociates at Chicago have also indicated that lower class mothers were prone
to be non-specific in directions and not to rely on positive motivation,
years of observation of classroom teachers indicates that very oiften the
process of instruction is not made explicit by professionals. Children are
often told in classrooms, 6Go think," as if some magic process will then
take place.

Our discovery of the problem has led us in two’directions. First, in
the continued longitudinal work with two- tothree-year4olds we are observing
group settings more systematically, and have introduced into the inservice
training day specific practice in task analysis and instructional procedures
designed to enable the child to move pleasantly in a game setting through
whatever is heing offered. We are providing opportunities in the Backyard

Center for two- to three-year-olds to have time to assimilate through play
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while also being surrounded with opportunities for language development.
Second, we have proposed a new project to investigate, by means of video
tape, the actual instructional procedures used on home visits so that we
may le..n more about how teaching is done with these tasks. We hope we

can improve the procedure and increase the mothers' competence.

We would caution other professionals who plan stimulation programs to
be wary of using anyone's package of curriculum materials without carefully
QQsigning the instructional phase and paying particular attention to the
interpersonal situation in which the learning tasks are introduced.

The results of both Palmer's and Weikart's work would tend to support

the view that it is not the éurriculun materials per se which make the

différence, but that the nature of the interpersonal relationship and the
manner of delivery are of significant importance in learning. The tasks,
by themselves, do not constitute a total curriculum. Considerible elab-
oration on each task is needed in heléing disadvantaged mothers use them

effectively.

.




CHAPTER 3

RESULTS
The Families in the Program
We entered into this project with a set of assumptions concerning the
psychological and social conditions which we expected to exist in the
homes. We assumed that (1) the living conditions would be crowded, (2)
the children would be handled and cared for by peéple other than mothers,
and that a considerable part of our effort might be directed at so called
"mothering ones,' (3) the amount of verbal interaction might be less
than in so called advantaged homes. Further, (4) there would be broken
. hongs, (5) there would be a pattern of disrupted activities and a lack
of focus, (6) there might be a high incidence of illness both in the
home and with the children, (7) there would be several children in
the family, (8) the mothers would have Iittle education, (9) the mother
might not view herself with ﬁigh esteem, (10) she would f;el hersélf

to be a victim of chance, fate, and ciicumstance. This section of our
results deals with the data in relation to a number of these allumptions.l
'é did not use an interview technique, but the Parent Educators secured
the informetiion on this and other items through observation and long term
contact with the home., We felt that tﬁis‘was a far less £hreaten1ng
procedure, and preserved'the noa-prying element which was important to
us. You will note the discrepancy between the acyual nuabers in each
group and the number for whom data are reported. .The table on density

(3.1) for example, contains approximately the same group sample sizes

as the marital situation table (3.6) but the tabie on caretakers (3.2)

TThese assumptions are presented in "The Florida Parent Education Projects:
A Schematic Representation” developed for presentation at the SSRC Con-
ference on Compensatory Education, May, 1969, See Appendix H.

67
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shows much higher figures. This reflects the fact that the information

was secured by the Parent Educators through observation, and that they
only indicated information which they felt was highly reliable rather
than simply reporting a number for the sake df statistics. larger
numbers of families are presented where data was gecured from the Parent
Educator Weekly Reports. The smaller numbers are for data indicated on
the Final Observation Record which was a compiiation of observations
compisted by the Parent Educator at the first and second birthday of
the child.

Question One

Our first questions were, "What is the density and crowding situation
in these homes?" "How many people are in the home, and what are the space
conditions?" Table 3.1 presents the data on the 169 households on which
it was possible for Parent Educators to make reliable judgenents; The
number of rooms in a home did not 1nciude bathrooms, but few of our
houses, especially in the rural areas, had indoor bathrooms. Open
porches were not counted as a rooin, but exist with high frequency and
are.usod extensively by our families, ‘In a few cases prgvate places
for sleeping were made from large rooms b} using a curtain to block off
sight and access into tﬁc pertitioned area. Such subdivisions were also
not counted as rooms. Section A of the table indicates that the average
number of people living under one roof was 5.8 with a range from an

average of 5 members in the E; (that group which was visited from 3

months to 24 months of age) to a high of 7.2 in the C1/E group (that

group which was visited by nurses for observation only in the first year

and were moved into the experimental group in the second year).
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Density (Section B of table) was defined as the ratio of the number
of people in tae home to the number of rooms. An adjustment was made to
take into consideration those homes for which we had information on the
number of people but not the number of rooms. They are listed on the
table as "no estimates.” We multiplied the average number of people in
the group by the number of cases for which there was no estimate and de-
ducted this from the number of people. A density of 1,0 represents an
average of one person per room. A study by Keller (1963) in Harlem,
using the same density formula, revealed an avefage density of 1.2, Our
population may be considered as crowded in its homes as is the Harlem
group. However, neighborhood crowding, a factor contributing to any
realistic appraisal of density, is nowhere near an issue in Gainesville
a8 it would be in urban central citiés. Although a family may be crowded
within its home, our rural families and many of the Gainesville families
had yard areas and other space in which children could play or roam, and
which offered buffer xones between a family and its neighbors., Virtually
all the population iived in single faaily dwellings., Nevertheless the
data indicate that living conditions within the home are crowded and cer-
tainly do not provide much space for the privacy of fanily members.

Question Two

Our second question concerned itself with whp actually cared for the
baby at the time the Parent Educator came to instruct. We were interested
not only in whether the mother was the predominant "ﬁupil," but also who
else was instructed and served as the baby's teacher. The data used to
answer this question were taken from over six thousand weekly reports
filled out by the Parent Educators after each visit.. The information
is summarized in Table 3.2. On approximately four-fifths of the home
visits across all instructional groups the mother was home and was

taking care of her baby. This should not be taken to mean that the mothers
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did not work, because many of them did, but it indicates that mothers
and Parent Educators made special efforts to arrange times aﬁd sche-
dules so that mothers could be home when the Parent Educators came.

To some degree this indicates involvement in the project. The
predominant visit times were obviously in the normal work week, Monday
through Friday. However, there were often occasions when Parent Edu-
cators made night and week-end visits. Since, as we mentioned in the
training section, they were free to'develop their own work schedule in
order to accomplish the home visits, they evolved a pattern of meeting
mothers at times convenient to the latter. The high percentage of
notﬁerl on this table indicates the importance of providing for flexible
scheduling. As an example, the following brief comment i3 taken from
& Parent Educator's report. "I enjoyed -very much working with Mrs,
Smith and I think she enjoyed very much the improvement of the baby.
She is now working, but she is still interested in how and in what
ways she can get me to cooperate with her so that she may be home on
days that she has off for me to continue working with her baby. We
tried working with the grandmother, but the baby doesn't respond as
well for the grandmother as it does for the mother. So I have arranged
to come on days that she is off even though it might interfere with
other times that I am supposed to be somewhere else., But I do hold
back this time for them;" |

The second major mothering one, as we had expected, was the grand-

‘mother. Aunt, oldest sibling, babysitter and father contributed small

portions of time. The other people, who represented less than 3%, were
grandfathers, uncles, nephews, nieces, and néighbors, both male and female,

who received no monetiry compensation,

ey e o L i - m
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Our in-service training sessions and superviscry sessiops had some-
how 1led us to believe that many more of our babies were being cared for
by babysitters. Upon reflection; these were mére often the.problem cases
and thus a disproportionate amount of time was spent in discussing ways
to keep babysitterginterested and have them learn the material.

This table shquld not be inferpreted to mean-that other family wem-
-berq were not present during the instructional time, It simply.ghows
the primary person who was taught by the ?arent Educator during the
visit. There was a much higher péercentage of father-present than that
ind;cated on the table, The app;oxi-ntely 1% in the father category
represents times when he served as the main caretaker,

Question Three

To answer question three concerning verbal interaction, a number of
items on the Parent Educator Weekly Report were organized into an index.
The first attempt to do this was by Bradshaw (1968) in her 4issertation

on the control favilies. She used six items shown on Table 3.3 which

TABLE 3.3
Verbal Infornatiop.

'M'F'S'"GM'A'BS' Other

A) Talk sounds rather ¢ N Y

- than words (ex: '

€00, CO00) '

B) Talk words rather v
than sounds

C) Use the baby':z name
cs nickrame when
glggkingfto him

'D) Repeat sounds the
baby makes in a
spontionig;ﬁwl!

E) Listen to the baby -

~ when the baby talks

F) In a few words, order '
or tell the baby to do'
or not to do things '

o%qo.o?qo.oo.
o'qooo-o’o‘o.-o

G) Explain and describe '
things when talking °*
to the baby '

-oTooﬁoqoo$o‘+.o+o.o.o

ae - -l o @ = ‘1 “ - o - W o
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indicates not only the type of verbalization but also the person (mother,
father, sister, grandmother, aunt, babysitter). A single tally could be
made for each person during a home visit. She translated the tallies
into a numerical ratio consisting of observed occurrences/total number

of possible . rrences. Since ten home visits were made, it was possible
for the mother to be observed using a maximum of sixty occurrences, or a
ratio of 1.0. The actual ratio was .43 for boys and .24 for girls in

her group. This means she and her obsérverl saw an average of less than
three items on any one observation.

Following her procedure, a verbal measure was developed by Maurelli
vhich consisted of all of the iteus shown on Table 3.4. The maximum .
possible score for omne home visit for any adult is 15. The mother's
mean score is the sum of items 3 and 4 on Table 3.5. The matermal means
.include all tallfies, so that thc maximum positive is 11, the maximum
negative is 4. These matermal means are only for home visits wvhen the
mother was preseat. Jester and Bailey (1969) divided the items iato %the
two categories shoma on Table 3.4 for their study of the relationship
between total verbalization in the home and infant performance. Ve used
their division im scoring the mothers. They did mot use items 9-11, so
that a maximum positive score for amy adult on a visit would be 8, and a
mrinum, 4. The adult scores include the verbalizations of all family
nembers present during the l;ai-ent Educator’'s visit. The mean scores on
items 3 and 6 are for all dultc present on each vu.it. There is no
clear maximum,

Amalysis of Table 3.5 indicates that out of a possible maximum fre-
m of 15, the mothers in the first year averaged about 7.5 and the

méthers in the second year averaged not quite 8. The amount of verbal

interactioam in the second year, them, did mot go up much above that which
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TABLE 3.4

Items From the Weekly Report Used in
Estimates of_Verbalization

Growth Producing Non-Growth Producing
(Social Interaction) '

1. Look directly into his face 1. Talk about him as though
he were not there

2. Talk words rather than sounds : 1

2. Their tone of voice sounds i

3. Tone of voice sounds soft and : cross and angry ]

loving .
3. Talk sounds rather than
4. Use the baby's name when speak- words (example: coo, goo)
-"ing to him

4., Interpret to others what
5. Repeat sounds the baby makes in the baby says
a questioning way

6. Listen to the baby when the
baby talks

. 7. In a few words, order or tell
the baby to do or not to do
things '

8. Explain and describe things
'~ when talking to the baby : - :

Additional items for mother index: _
. How many wor.s are there in most of the sentences spoken
to the baby by the mothering one? 0 1 2 3 4 5§ 6 7 8 9 #
9. Tally 1l if 1, 2, 3.
10. Tally 2 if 4, 5, 6.

11. Tally 3 if 7, 8, 9.
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had becn established in the first. One might have assumed that as babics
grew older there would be morc talk with them. There is a problem, how-
ever, in that the verbal interaction measure may conceal drastically

the true amount of verbal-interaction in these homes. Since the Parent
Educator was a participant-observer; she could not be expected to use
any type of observation which required frequent cﬁeck marks at any fixed
.small time interval such as one minute. She, therefore, compieted the
items on Table 3.4 for s complete home visit. This means that a mother
might have used the baby's name when speaking to him any number of times
during the visit, but she would receive only a score of 1. The best way

to interpret this score 18 to assume it means that the average family,

on the average home visit did not avail itself of all of the qategorics
of interaction covered on the measure, but might very well have had a
high frequency of interaction within a category. |

| Of particular note is the low nedﬁ on what had been assumed would

be non-growth producing types of verbal interaction. Here it was possible

for the maternsl score to be 4.0. The means on the table indicate that ' !
it never even reached an average of one occurrence per home visit. Gen- |
eraily, we find these homes to use a'high mixture of posftive verbal

interaction and 1ittle variety of non-growth producing interaction in the

first two years of life.

Question Four

The general literature on the 20 called culture of poverty indicates
“that one of the devastating effects of low income is family disorgani-
zation. We were interested in the actual marital situation in our group,

and in relation to hypotheais 13, the effects this might have on maternal




77

‘SUO1S889s Juylsal SOpPNTOXI SIYL °‘0C = J¥IL puodas

‘§3181A TWUOTIONIISUT WNTX8W

ur ‘e = J93£ 18x1F Uy 1

Sp'z  21°2l 86°'2 . 28°6 £€1°2 Ly 2l LS°'T 98°01 LL'Z $6°8 TeqIaA 1%30L L
18" 142N oL’ 88 ° c9* 10°1 oL’ 0T°1 89" 08° 19qIaA 9At1383aN 3INPY ‘9
91°'2  0L°01 €S°C €6°'8 661 ._ 42041 L1°2  WL°6 €2°'2 €1°'8 T8qI9A 34131804 3TNPY ‘G
19° 28" £g” 6S° 9¢ ° 09° €9° L9’ vs LS’ 14 ELTY m>#-umz_~a=umaaz 2
26°'2 SO°L €G°'Z €6°'9 se'z 09°8 6v°'2 £2°L gv°'s . bb°9 T9QIdA 9A13180d TBUJIIBH °E
8.°11 0€°S2 06°L L9°02 0L°9 89°61 ¥8°'8 L¥V°0Z 96°L 96°'0% I9Y3IO0N Y3IIM BIISTIA ‘2
9L 02°'%E 8C°C 19°Ce 16°S  6L°c2 00°9 €1°92 gv°S L6°Ce S31STA SWOH [®IOL ‘T
as X as X as X as X as X LA CLA 247

(0S=N) 3/0+13 (601=N) 1®30L (61=N) €0 (S1=N) o= (sL=N) o/a=1%

(°sou pg-g1 4qeq)
sdnoad JIBdX PuUOIIg

('sou g1-g 4£qwg)
sdnoaxp xwax 1sxtd

SOWOH U] UOT30BIO3UI TE(JI3A UO SUOTIVTASQ PISPUVIS PUS SUBIN

S°c TTAVL

T -




.‘..-

Daeie 2t

. 't
s mirs e et A

i TONE %o > S

-

4
a

i

5

i
b

- m ey

b

78

and child performance. Table 3.6 presents the data on 168 families
on whom Parent Edicators felt they had sufficient knowledge to make
a reliable report. Fifty-seven i:ercent of the mothers in our popu-
lation were married and almost thirty percent were single. The remain-
ing approximately fifteen percent had been married but were now living

apart from their husbands for the reasons indicated on the table.

TABLE 3.6

Marital Stafus

%

Group N . Married Single Divorced Separated Deserted Widowed

E 46 25 14 D Y 0 0
c 37 18 12 . 1 s 1 0
“C/E 30 | 19 8 1 1 0 1
e/ 10 8 a o 0 0 0
E 20 13 5 [ 1 0 1
Cg 25 13 6 1 2 1 2
Total 168 96 47 4 | 15 2. . 4

% of Total  57.09 27.98  2.38 8.93 . 1.19 _.2.38

: .

.Ention Five

Since we assumed that in many of these homes there might be a problem

.of undﬁtded attention for the Parent Education visit, the i'm included

items to measure disruption. Ono might assume that these items would

occur in any home as a2 part of daily ltvtng, ulthough they vould not occur
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in laboratory or classroom settings. The N on Table 3.7 refers to the
population and not to the number of home visits. The data for this table
represent over six thousand home visits. The means and standard devia-
tions of the number of home visits were presented in Table 3.5,

The percentages on the table indicate the percent of home visits.
For example, in group E; the mother had to stop té care for another
child on 26.54% of the home visits. Only half of the home visifs went
without any interruption. Since these were homes in which there was an

average of over three children (See Table 3.9) in the family, many of

. whom were pre-schoolers, it should not be surprising that on over a

quarter of the home visits training had to be interrupted because of
another child. The table also_reflects quite well part of the culture
pattern of the population. Parent Ehpcators and observers have noted

that often visitors come and bpend the whole day._ They may watch.TV

while the mother is busy with ;omethinﬁ else. Their presence may not

affect the training, but the fourth column indicates that on over 7
pércent of the home visits this did serve as a disrupting influence.
Another indication of the family pattern was the degree to which training
was interrupted because another adult wintéa something, for some reason
the Parent Education visit schedules in the C3 group were timed to coin-
cide with the sleeping pattern of the child with a nuch.higher frequency
than any other group. "Other reasons may have 1néluded a favorite TV
program, although often a TV set would be left on with visitora watching
and not serve as an interruption to training.

Question Six "What is the health situation of the baby?"

When we began the project in October 1966, we included on the PEWR

two items to secure some information on baby health. These were, "Did the
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mothering one say the baby was sick?" and" Did you think the baby was
sick?” We did not develop a form to account for missing visits until a
few months later. We labeled this form 'Visit Not Made." Included on
it was an item as to whether the cancelled visit was because of baby
illness, In order to answer question six, we totaled the references
from the PEWR's and the Visit Not Made forms and developed an illness
ratio. Table 3.8 contains the data. The illness ratio is the number
of PEWR's plus the number of Visit Not Made forms divided by the number
of illnesses reported on each. The E; group and the E/C group represent
original populations and therefore have some missing data through lack
of the Visit Not Made form. The C/E group total of PEWR's plus Visits °
Not Made indicates a far more successful recording procedure, Overtll,‘
the extent of baby illness as reported or observed by Parent Educators
would suggest that infants in this project were sick aligﬁtly lesé

than ten percent of the times .on which visits were scheduled. We have
no way of knowing, of course, the seriousness or the extent of illnesses
béyond these data. We know that many children brought in for testing
or observed on home visits by faculty and research staff were not con-
sidered ill by either Parent Educator or mother although fhey seemed to
be suffering from nose, throat and chest congestion. Further, we have
no indication of nutritional status although we know of individual

cases in which we enabled the family to secure coﬁmodity foods in order

to survive. The chances are rather good that the ten percent figure

‘{8 an underestimate of the number of days of sickness of the infants

in this project. Even if it resembles the total amount, and one runs the
risk of extrapolating, it would mean that the average infant was sick more

than two months of his first two years of life.
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Although not formally built into the project, we e¢stablished contact
with the Maternal and Infant Care Project and with the pediatric clinic
in the county and encouraged mothers to avail themselves of these services
when our Parent Educators reported the need. In the first years of the
project, several nurses were part of the research team and went out with
Parent Educators in cases where the Parent Educatér felt a serious pro-
blem existed. We had no formal procedure for referral, but wé did what
we could to encourage mothers to use services available, even to the
extent of the Parent Educators providing trangportation within their
limited capabilities.

We feel, therefore, that the thrust in the Parent and Child Center:
program for inclusion of a medical component is a vital necessity for
work with'inﬁants'in this populltfonﬂ In our new proposal to NIMH for

reinvestigating the infancy itage we have secured the excellent cbopera-

tion of the Pediatrics department of the College of Medicine and local

private pediatricians so that all infants in the project will receive
an original screening, will have access to clinics, and will be reex-
amined at their first birthday. We were unable to develop this proce-
dure in the current Children's Bureau ﬁrojéct, but we feél that it would
have ¢ontributed to not only better physical care for the infants but a

clearer study of fhe relative effects of the stimulatidn project upon

‘the development of the child.

Question Seven

g
il

Table 3.9 presents the data on the number of children in the home.
The range of children was from one to fourteen with a mean of 3.29 and
® median of 3, About 22% of our mothers had only the child that was in

the project,
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TABLE 3.9

Number of Children in the Family

Mean No. of
Group N 1 2 3 4 5 6 7 8 9 10 11 12 13 14 children
Ey 35 8 8 5 7 3 1 1 2 ; 3.29
E/C 34 7 3 8 3 5 2 2 31 3.91
C/E 23 5 8 2 2 3 1 1 1 3.17
c/c 26 4 8 2 4 2 1 1 2 1 : 4.04
Eq 17 6 8 1 0 1 1 - 1 2.18
C3 23 - 6 6 3 4 3 1 2.96
C4 26 6 6 6 3 3 2 2.88

Total 184 4247272320 6 5 7 4 2 0- 0 o0 1 3.29
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Question 8 was "Will there be differences in mothers' conceptions

of the ideal infant, ideal male infant and ideal female infant accord-

ing to age of the infant, race and parity?” These questions were developed

by Dr. Mary McCaulley, whose report, including her rationale, follows.
"If one is to understand how individual mothers differ in the way
they socialize their children, it is useful to know something of the

mother's goals and expectations for the child. Two mothers who appear

to be using the same childrearing practices may do so for quite differ-

ent reasons. One mother may be trying to teach her child to meet the
standards of the culture but does not know how to do so. Another
mother may be deliberately training her child to meet standards which
differ from the culture in some ways.

Nowhere are differences in mother exjectancy likely to be greater
than in the-differences in which boys and girls are socialized. The
American culture is considered by anthropologists as one in which an
unusually large number of behaviors, attitudes and personality factors
are linked to sex membership--that is, males and females are socialized
to be very different kinds of hﬁman_beings. Some of the sterecotyped
qualities adopted in the name of masculinity or femininity may, indeed,
work against the development of maturity and mental health (for example,
diminishing the capacity for tenderness in males and discouraging com-
petence in females).

If we can assume that adults in our culture have learned mcny be-
liefs, true or untrue, about differences between males and females, and
have strong ideas of behaviors appropriate for each sex, we can expect

that mothers of children will react differently to sons and daughters,
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and w11l socialize them toward what they bclieve to be appropriate modes
ot lite. The question is, how soon does this Process begin? Ve know
that babies are programmec:’ before they are born, with purchase of

pink (if a girl is desired) blue (if a boy is desired), or green or
yellow (if the mother wishes to leave her options open). OQOur obser-
vations of obstetric patients suggest that some mothers respond differ-
ently to boys as opposed to girls in the first days of the infant's
life; indeed, some mothers respond differently to the fetus, depending
on whether they believe they are carrying a boy or a girl. To under-
stand better what :inds of expectations mothers in the Parent Education
Project had for boys and for girls of different ages, we obtained semantic
differential ratings (called here_EME: Estimate of Mother's Expectancy)l
on 24 scales related to qualities differentiated by cultural stereo-
types for males and females. The semantic differential (Osgood, Suci,

& Tannenbaum, 1957) was chosen as the research instrument. It appeared
to offer a brief, non-threatening, measure of attitudes, in a form which
the Parent Educators could administer and the mothers could answer.
Preliminary trials and discussions with the Parent Educators were used
to determine final selection of scaies, and to clarify instruction
procedures. The final copy of the instructions for Parent Educators
appears in Appendix E. At the end cf the project, the Parent Educators

reported that mothers were readily able to understand the task, but

that most found it long. They reported doubts about the care with
which some mothers answered the final pages. In the format used, Parent

Educators gave mothers a yellow cardboard marked with definitions of

lsee Appendix D.

|
!




each point on the line, which mothers were to move down the page as they
ﬁorked, as a guide and a reminder. Most of the Parent Educators re-
ported that the yellow guide was very helpful in the beginning. Some
mothers continued to use it, others discarded it after they became famil-
iar with the task. At the beginning of the project the Parent Educators
role-played administration with the experimenter. Despite efforts of
the research team, administration procedures were followed more loosely
-a. the project progressed. This task was unpopular with Parent Educa-
tors, for the good reason that it was not directly related to the baby,
and the focus on the mother was not part of the original understanding
between the mother and Parent Educator, with the result that there was
often resistance to be overcome. During the pProject we were under no
illusions that the tasks were being administered or performed according
to the otandhtdized instructions, nor that Parent RBducators were able
to motivate subjects in ;vety case. Most of the team doubted seriously
that the data would be useful.

The actual number of concepts on which data were collected was
12, and the actual number of scales; 24. Three versions of the booklet
were prepared. Six of the 12 concepts appeared in all sets, and 6 in
two-thirds of sets. The Concepts which appeared in all 30 books were:
(1) Myself, (2) This Child, (3) My Ideal Mother, (4) My Ideal Father,
(5) My Ideal Baby Boy, (6) My Ideal Baby Girl. Two of the three pairs
of concepts below appeared in each booklet (i.e. each pair appeared
in 20 of 30 booklets): (7) My Ideal 3 Year Old Boy, (8) My Ideal 3

Year O1d Girl, (9) My Ideal 6 Year 0l1d Boy, (10) My Ideal 6 Year 0ld

¢irl, (11) My Ideal 9 Year 01d Boy, (12) My Ideal 9 Year Old Girl.
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Concepts within a book appeared in randomized order. To obtain ratings
cf 24 scales, three page formats were used. Twelve scales appeared on
all three pages. Four scales appeared on each of the three pages. The
order of scales on a page and the pole to appear at the right and left
sides of the page were determined randomly. Each scale was divided into
7 parts, in the usual semantic differential format. The 24 scales were
selected from an original list of 80 chosen to represent dimensions of
masculinity-femininity, and to represent the scales found in research
with the instrument to be good markers for the Evaluative, Activity and
Potency factors found in most factor analytic studies of the Semantic
Differential. (It is important to keep in mind that the Evaluative, Acti
vity and Potency data reported in the Results section are based on 3
adjectives assumed to reflect these factors, not on a factor analysis of
our data.) The scales finally chosen, given here for convenience with
the higher evaluation, activity, or potency score on the right, are as
follows:

Tae Twelve Major Scales

Bad-Good

Jgly-Beautitul Evajuative Measure = Sum of these three scores = 3

Dirty-Clean

Slow-Fast

Dull-Sharp Activity Measure = Sum of these three scores =
Quiec-Noisy

Soft-Hard

Smooth-Rough Potency Measure = Sum of these three scores —
Weak-3Strong

Cryiag-Laughing

Dirx-Lizht
Foolisk-Vise

- —— . -

3

3




The Twelve Minor Scales were:

Quarrelsome-Peaceable Cold-Hot Sickly-Healthy
‘Useless-Useful Afraid-Brave Resting-Busy
Difficult-Easy Emotional-Calm Still-Moving
Low-High Indoors-Outdoors Unlucky-Lucky

At the time of data analysis, a machine program transferred the random-
ized order of concepts and scales into standard order, with scales re-
versed when necessary prior to analysis. The seven scale divisions
are represented by scores of 1 to 7, with 7 indicating the highest rat-
ing of the right-hand adjective. The effect of the attempt to collect

~ more concepts and scales than could be compassed in a single test admin-
1otfation complicated data analysis, and is the explanation for the
unequal N's found in the data.

Administration Schedule. The pl.ln was to administer the semantic
differential twice to each child's mother, once when the child was 9
msonths old, and again at 15 months. The intent was to obtain ratings
after an interval, and to do them at a time when there were not other
heavy demands for data collection. In the course of the study, the sched-
ule was modified so that mothers filled in booklets between the time the
child reached 9 months to the time he was 22 months old. Most mothers
did one set of ratings before the child was a year oid, and completed
a second set within the child's second year. Mothers in both experi-
mental and control groups participated. |

Data Analysis. Data from all protocols were transcribed to data
sheets for the computer. The only onissions were concepts completely omit-

ted by the subjects (i.e. a concept partly rated was recorded for those

scales completed). In some cases, subjects had obviously answered at random,




or had followed the same pattern repetitively. Por example, if an ideal
child was rated ‘'very sickly,' one can assume the subject does not under-
stand the scale, or is not answering it conscientiously. Similarly,
three times the concept name was inadvertently omitted, but the subject
filled in the scales anyway! Since one of the research questions con-
cerned the overall utility of this method of measurement with an indigent
population, we included all recordable data, despite our doubts about

- some protocols. When concepts and scales had been transposed by machine
into standard form, group differences (means and standdrd‘deviationl)

and t tests were computed using a modified analysis of variance program,
The t tests using individual group variances as estimators are used in
reporting findings, Although some of our expectations were definitely
directional (i.e. that males would be rated ocroﬁger, rougher, more out-
doors, and females cleaner, more beautiful), others were more clearly
exploratory. Therefore, all data are reported on the basis of two-tailed
L tests. In short, both in inclusion and analysis of data, the more
conservative choice was made. Mothers were asked to describe for each
sex the ideal infant, 3 year old, 6 year old, 9 year old, and parent.

In addition, mothers described 'Hy.elf" and "This Child.' Mothers com-
'pleted these ratings at two periods during the project, about 6-9 months
apart. At each administration, ten concepts of the 12 were completed by
the mother, with each concept rated for 16 of the 24 scales., Concepts
and scales were randomly distributed in test booklets., Our first interest
was in vhether mothers would describe the ideal male and ideal female

infant the same or differently depending on (a) the age of their child

when they did the rating, (b) whether they were Negro or white mothers,
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Table 3.10

and (c) whether they were new mothers or experienced mothers,

presents the data.

TABLE 3.10a

by Age of Child at Time of Rating

Means and Standard Deviations on EME Scales

Ratin

15+ Months t
X

Ideal Female Infant

Ideal Male Infant
Months 8~12 Months
X 80 X S

8-12 Months 15+

——

" Scale

t
ema
.19

e

SD

.56

5.42 1.84 ~ .50
6.04 1.36 - ,37
- 5.76 1.49 -1,29 -, 97

5.72 1.29 5.90 1.42
5.56 1.71 5.48 1.66
.17 4.22 16.85 3.93 17.15 3.68 - .75 -.42

5.02 2,10 5.48 1,68
.02 16

4.84 1.98

Bad-Good

- Ugly=-Beautiful
Dirty-Clean
EVALUATIVE

5.48 1.57 -1.71# .86

6.01 1.42 5,72 1,37
5.52 1.51

5.54 1.59

Slow-Fast
Dull-Sharp
Quiet-Noisy
ACTIVITY

009 -.14
.88
.01

5.64 1.38 5.48 1,50

5.66 1.32

.20
.44

3.72 2,11

4.15 2.22 3.79 2.03

4,46 1.81
15.66 2.95 15.65 3.35 14,98 3.23 14,72 3.45

.51

.84

2.34 1.50

3.49 1.94

Soft-Hard

3.20 1.86 2.40 1.83

3.89 2,08 3.27 2.04

.71 2,03

009

2.57 1.64

4.14 1.90

5.74 1.48
13.30 3.73 12.76 3.89 11,17 3.87 10.28 2.56

Smooth-Rough
Weak-Strong

POTENCY

5.41 1.61 .34

5.72 1.61 5.50 1.46

.78 1.41

.08

4.75 1,73 1.97%-,01

5.68 1,51 - .69 -.12
5.10 1.74 - .37 -,04
4.95 1.82 -_.88

5.20 1.90 - .18 2,05%
5.50 1.43

4.91 2.04 5.07 2.40
5.83 1.94 5,00 1.84
5.13 1.58 5,93 1,27

5.53 1.66 5.81 1,45
4.10 1.92 4.75 1.45
5.95 1.29 5.64 1,42

5.48 1.49
4.66 1.33
5.78 1.42
5.31 1.66

Quarrolsome-Peaceable 4. 69 1.74

Foolish-Wise
Useless-Useful
Difficult-Easy

Crying-laughing

Dark-Light

.92

.23

5.25 1.61

Low-High

Cold-Hot

.12-1,39
™ 38- ° 89

4.70 1.49 3.86 1.41 4.60 1.70

4.75 1.34

4.44 1,53

4.43 1.83 4.00 1,51

5.30 1.84 4,40 1.45

4.64 1.64

Afraid-Brave

.49-1.00

5.60 1.96

5.00 2,10 - ,93~-1.24
3.76 2,20 ~,272% ,28
6036 1002 . 098 -.87

4.96 2,09

$5.17 2,05 4.00 2.49

4.73 1.82 4,27 1.62
6.321.06 5.95 1,93

4,07 2.46
3.50 1.68
5.94 1.39

Indoors-Outdoors
Sickly-Heal thy

Emotional-Calm

.01 -.41

5.47 1.95

5.78 1.81 5.26 1.69

6.36 1.03 5.68 1.42

5.94 1.33 ~1,28 -.66

5.97 1.30

5.79 1,78
5.84 1.54

Restful -Busy
Unlucky-Lucky

Still-Moving

018 -.21

5.93 1.54 5.89 1.29

6.00 1.20

A, AR I KU P T O S 7 R -
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Table 3.10b
Means and Standard Deviations on EME Scales by Race
Ideal Male Infant Ideal Female Infant
Negro White Negro White t t
Scale Mean. §S.D. Mean. S.D. Mean. S.D. Mean. S.D. Male Female
Bad-Good | 4.87 2.10 5.83 1.40 | 5.45 1.85| 5.75 1.42]1.98# .63
Ugly-Beautiful 5.73 1.23 6.25 1.22 6.02 1.32 6.58 .90} 1.34 1.82#
Dirty-Clean 5.50 1.79 5.67 1.97 5.87 1.54 5.92 1.44 .27 .11
EVALUATIVE 16.10 4.14 17.75 3.79 |17.33 3.82|18.25 2.93]1.35 .94
Slow-Fast 5.52 1.70 5.50 1.38 5.80 1.42 5.25 1.36 .04 1.26
Dull-Sharp 5.87 1.28 5.92 1.31 5.67 1.41 5.50 1.38 .12 .38
Quiet-Noisy 4,48 2.04 3.67 1.223 4.00 2.21 4.17 1.03 | 1.85# .40
ACTIVITY 15.87 2.96 15.08 2.74 {15.37 3.36 [14.92 3.20 .89 .44
Soft-Hard 3.51 2.19 3.17 1.70 2.48 1.95 2.58 1.38 .60 .21
Smooth-Rough 4.02 2.19 3.25 1.48 3.02 1.99| 2.83 1.75]1.49 .32
Weak-Strong 5.92 1.50 6.25 1.36 5.60 1.53 5.58 1.31 .76 .04
POTENCY 13.32 4.26 12.67 3.06 {11.02 3.81|11.00 3.04 .62 .02
Crying-Laughing 5.72 1.47 5.75 1.36 6.03 1.38 5.67 1.50 .08 .78
Dark-Light 4,88 1.53 3.58 1.24 4.77 1.51 3.75 1.42 ] 3.18*% 2,24%
Foolish-Wise 6.02 1.32 6.42 1.24 5.85 1.31 6.08 1.38 |1.01 .54
Quarrelsome-Peaceableq 4,81 1.87 5.20 1.64 5.47 2.18 5.00 1.82 .44 .44
Useless-Useful 5.56 1.71 5.25 1.50 | 5.24 1.79 5.50 1.29 .36 .34
Difficult-Easy 5.19 1.68 5.40 1.34 5.94 1.30 3.50 .58 .29 5.72%%
Low-High 5.12 1.50 4.20 1.10 3.88 1.69 4,00 .00 11.50 .29
Cold-Hot 4,28 1.64 5.00 1.41 3.88 1.50 4.67 1.03 .67 1.41
Afraid-Brave 5.39 2.12 6.00 1.73 5.00 1.70 4,83 1.33 .95 .24
" Emotional-Calm 4.44 2.48 5.00 1.73 4.30 1.90 5.17 1.17 .48 1.32
Indoors-Qutdoors 3.56 2.03 | 4.50 .71 4 3.21 2.26 4.20 2.3911.32 .80
Sickly-Healthy 6.16 1.28 7.00 .00 5.96 1.80 7.00 .00 | 3.28%*% 2, 94%x*
Restful-Busy ! 5.15 2.44 5.75 1.89 5.04 '1.86 5.00 1.41 .56 .04
Still-Moving ! 5.81 1.83 6.00 1.41 6.00 1.36 4.00 .00 .24 7. 52%%
Unlucky-Lucky { 6.14 1.37 5.75 1.26 6.00 1.36 6.50 .71 .42 .88

# p<.l0 * pg.05 **. p < .01
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Table 3.10c

Means and Standard Deviations on EME Scales by Parity of Mother

Ideal Male Infant Ideal Female Infant
Experienced New Experienced New t t |
Scale Mean. S.D. Mean. S.D. Mean. S.D. Mean. S.D, Male Female; '
Bad-Good 5.25 1.93 4.33 2.50 I 5.64 1.65 4.94 2.24 1.32 1.16 :
Ugly-Beautiful 5.84 1.19 5.87 1.41 6.18 1.17 5.81 1.60 |- .06 .85 .
Dirty-Clean 5.51 1.82 5.93 2.00 5.92 1.48 5.75 1.73 |- .04 .35
EVALUATIVE 16.61 4.06 [15.73 4.71 |[17.74 3.30 |{16.50 4.82 .65 .96 i
Slow-Fast 5.53 1.62 5.47 1.92 5.64 1.37 6.40 1.12 .12 -2.18*§
Dull-Sharp 5.92 1.29 5.93 1.28 5.74 1.34 5.38 1.63 |- .03 .81 §
Quiet-Noisy 4.39 1.89 4.20 2.34 3.92 2.06 4.81 2.04 .29 -1.52 |
ACTIVITY 15.84 3.01 |15.60 2.85 [15.30 3.41 116.19 3.06 .29 - .98
Soft-Hard 3.44 2.07 3.27 2.37 2.60 1.89 ; 2.38 1.93 .26 .41
Smooth-Rough 3.90 2.15 3.93 2.28 2.94 1.86 3.50 2.25 |- .05 - .90 |
Weak-Strong 6.00 1.36 5.80 1.93 5.70 1.32 | 5.81 1.52 .37 - .26
POTENCY 13.20 4.00 (13.00 4.80 {11.14 3.66 }11.69 3.55 .14 - .3
Crying-Laughing 5.67 1.40 6.00 1.41 6.08 1.23 5.62 1.89 |- .80 .90
Dark-Light 4.59 1.50 5.07 1.98 4.44 1.51 f 5.00 1.67 |- .86 -1.19 4
Foolish-Wise 6.04 1.34 6.33 1.18 6.00 1.20 5.75 1.69 |- .82 .95 |
] . i
, ] .
Quarrelsome-Peaceable | 4.42 1.68 5.17 2.04 l 5.42 2.02 5.00 2.76 |- .78 .33 |
Useless-Useful 4.82 1.60 6.50 1.22 5.58 1.38 5.17 1.72 |-2.42% .52
Difficult-Easy 5.17 1.75 5.17 1.47 ! 4.92 1.62 6.00 1.26 .00 -1.55
. g :
Low-High 4.75 1.36 5.67 1.75 ; 4.08 1.44 4.00 1.67 |-1.12 .10
Cold-Hot 4.77 1.30 2.80 1.30 3 4.10 1.37 4.00 2.83 2.87% .05
Afraid-Brave 5.78 1.89 4.60 2.61 j 9.00 1.52 6.00 .00 .93 -2.94+N
i
Emotional-Calm 4.86 2.32 3.20 2.49 | 4.45 1.67 6.50 .q 1.30 -3.28+8
Indoors-Qutdoors 4.18 1.72 3.00 2.34 ! 3.75 2.35 2.50 .71 1.01 1.62
Sickly-Healthy 6.46 1.10 5.75 1.50 ! 6.50 1.46 5.50 2.14 .90 1.20
. !
. !
Restful-Busy 5.60 2.24 3.25 2.63 : 5.44 1.34 4.38 2.67 1.69 1.07 |
Still-Moving 6.12 1.59 4.50 2.38 6.06 1.26 5.88 1.64 1.32 .28 |
Unlucky-Lucky 6.20 1.08 5.25 2.36 { 6.33 1.14 5.50 1.51 .79 1.39 j
1 |

#p<.10 * p<.05 *%x p<.01
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Age. Our general expectation was that, since mothers in rating
'My Ideal Baby Boy' and 'My Ideal Baby Girl" were responding, hopefully,
more to a stereotype than to a description of their own child, there
would not be differences in ratings made when the child was younger and
when he was older. Analysis of the mean scores for ratings when infants
wére 8 - 12 months old, compared with mean scores when infants were 15

months old or older, showed only one significant difference at the

P £ .05 level for My Ideal Baby Boy and two for My Ideal Baby Girl. Since

these could easily be chance differences in 48 comparisons, we conclude
that the age of the baby is related only slightly if at all, to the mother's
description of an ideal infant,

Race. In view of an extensive literature describing the Negro cul-
ture as matriarchal, one might expect race differencel in attitudes to-
ward the ideal qualities of each sex. Our observations of pregnant women
and new mothers, however, convinced us that individual mothers have quite
inconsistent expectations of whether boys or girls are more vaiued, will
be easier to handle, more ‘hard-headed." Purther, we expected race differ-

ences, 1f they appeared, would more likely be found in ratings of older

children, not infants. Finally, in view of the research that indicates

that the poor often share the values of the larger culture, but differ

in their ability to achieve or implement them, we might expect both poor
Negro and white mothers to value essentially the same qualities as the
stereotypes of middle-class white America. For these considerations,
éherefore, we had little expectation that there would be consistent race

differences in the EME ratings of these indigent mothers. Our findings

here are based on a Negro:white ratio that ia typically 5:1, and there
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are indications that white mothers in general were more conscientious
about doing the ratings. Our findings, therefore, should be considered
as tentative until replicated with a more balanced sample.

Of 24 possible differences for My Ideal Baby Boy, only two were sig-
nificant at the 8 € .01 level. Negro mothers rated the Ideal Baby Boy
as. lighter, and 2s more sickly. Of 24 possible ratings for My Ideal

Baby Girl, 2 were significant at the'a < .05 and 2 at the 2 ¢ .01 level.

- Negro mothers rated the Ideal Baby as lighter, easier, sicklier, and

more moving than still. We assume the ratings for Sickly-Healthy stem
from less attention by Negro mothers, since all white mothers rated this
scale as 7. On the Dark-Light scale, it is obvious that darkness and
lightness have quite different connotations in describing white children
and Negro children. The value Negroes place on being less dark appears,
albeit not in every case, as a difference in ratings of ideal children
of other ages. Aside from this finding, we can conclude that the Negro
and vhite mothers in this sample are more alike than different in the
qualities they value in baby boys and girls.

Parity. The third question was whether women having their first
baby would have different expectations of the ideal infant from women
with more than one child. There were only two significant differences
between ratings by new (Nzabout 15) and experienced (N=about 50) mothers
for My Ideal Baby Boy, and only three for My Ideal Baby Girl. New
mothers rated boys more useful and less hot; they rated girls faster,
b;aver and calmer. We assume these findings are primarily chance,
and that there are no major differences in maternal expectations result-

ing from the parity of the mother.
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In summary, we found no major differences in expectations for ideal

male and female infants related to the age of the mother's child, the

race of the mother, or her parity.

-
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Additional Maternal Variables ' ‘

Mothcers' Education. We were able to secure the number of ycars of /1

the mother's education at the time that Parent Educators administered 11
the Social Reaction Inventory when babies were twenty-one months of age. 1
The average years of schooling reported by mothers was 10.4 with a
standard deviation of 1.55. Although there was no formal @ay to check
tﬁis, we suspect that this figure is somewhat high in that the average
for Alachua County outside of University personnel would not be at that
point. Nevertheless, we accepted this as a valid indiqation and exam- b
ined the relationship between this educational level and infant test
performance as a part of Hypothesis 13,

Mother's Self-Esteem and Belief in Internal Control. Our basic

assumptions were that the mothers would enter the project with low
self-esteem and would be high on belief in external control of rein-
forcement, In the 1966-67 year, two instrumenfs were developed to not

only test these assumptions but to measure changes. They were the

Social Reaction Inventory, a modification of the Rotter I/E Scale,
and the How I See Myself, a modification of a self-report scale
originally designed for elementary and secondar& school students.‘
_Beciusé both these scales were developed during the first year of the
project, we were unable to get entry scores on the E;, E/C, and C/E

groups. We do, however, have entry scores on the second gfoup who were

admitted for the Children's Bureau project in the summer of 1967
(groups Ej, C3, and C4). When our mothers are compared to several of
Rotter's samples, and to Parent Educators who were recruited in Septem-

ber, 1968,to serve in the Follow Through Program for which the Institute's
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Parcent Education Project is the model, it is clear that our basic assump-
tion was correct (Sec Table 3.11). The higher one's score, the more exter-
nal the belief.

TABLE 3.11

Means and Standard Deviations of I-E Scores for Samples of
Several Populations Compared to Parent SRI Scores

Group N Sex X SD

8th grade plus reading (I-E) 80 M 7,72 3.65

National stratified sample,
Purdue Opinion Poll

10th, 11th, and 12th grades (I-E) 1000 M&F 8.50 3.74
18 year olds, Boston (I-E) 25 F 9.00 3.90
Ep + C3 group (SRI) _ 35 'F 10.74% 3,67
C, group (SRI) 26 F 9.92*%*% 4,00

Follow Through Parent Educators (SRI) 40  F . 7.21 3.58

*Higher than 8th graders, Purdue sample and Follow Through,lzki.OI
**Higher than Follow Through, 2 .05

The Social Reaction Inventory differs rrom the original I/E Scale in

that the language was modified to a fourth-grade, vocabulary levei. Our
Purént.Euucators examined the inientory to make sure that the words would
be understood by the mothers with whom they would o= working, hﬁd assisted
in re-writing. This work was developed by lLawrence Bilkef, 2 research
associate in the 1966-67 year. Th: SRI was administered orally by the
Parent Educators, so that mothers who vere illiterate would not be faced
with the embarrasament of being presented with a form. We trained the

Parent Educators on administering the SRI through tape recording role-

playing settings to be sure that voice tones became neutral and did not
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reveal the bias of the Parent Educator. Administration of the SRI to
the Parent Educators employed in the six communities throughout the
nation was somewhat different. Thcy were given the form to fill out
in the presence of an examiner who was in their community from the
University of Florida. Rotter reports that the test conditions for the
Purdue sample varied, that the administration to the Boston pupils was
individual, and he has an unclear statement about administration to the
eighth graders (Rotter, 196, p. 15). A person who has a strong belief
in internal control, according to Rotter, is likely to be able to take
advantage of environmental opportunities. The externai scores achieved
by our mothefs at entry into the project seem to susgest that as a group
they would not have been likely to normally exert themseives to take
advantage of learning opportunities. 1In the next section of this report
in relation to Hypothesis é, we will discuss ;hether or not the program
was able to modify this external orientation.

The measurement of self-esteem was developed for this population
in similar fashion to the SRI. That is, some items were modified to
suit gdults rather than children; then Parent Educators commented on
the items and their ability to be understood, and practiced adntn{stertné

the' instrument to secure unbiased-fesponses. The scale yields four

factor scores: Autonomy, Interpersonal Adequacy, Physical Appearance,
and Attitudes Toward Teachers and School. We were able to.compare the
mothers entering the prograﬁ in the Ep, C3, and C4 groups with several
qther populations on this instrument. The items in each factor and the

table of comparisons appears on pages 31 through 33 in Appendix G,

Mothers who entered our project reported themselves generally in a less




favoreble light than the other isroups which were composed of high
school students, junior college students, and women employed as Parent
Edvcators in the Institutc's Follow Through Programs. Our mo:ihers
entcred our program with relatively low self-esteem.

It is worthwhile noting that the Parent Educators recruited in
the Follow Through Programs were drawn essentially from disadvantaged
pdpulations in the six communities in which we work. Nevertheless,
on both the SRI and the How I See Myself they report themselves as
being more internally motivated than our mothers and equivalent to
other sampleg, and with more feelings of adequacy than our mothers
and other populations, and fecling more favorably disposed toward
teacher and school than our mothers. It is not clear whether this
reflects some self-selection or is the résult‘of'employment, but it
does indicate that situational and community factors may i_nfluence‘
score. In our discussion of Hy othesis 8 we wiil see whether or not
this particular project was able to overcome the entering feelings

of low self-esteem.

Attrition
A basic problem of any longitudinal research and especially of a
-populatioa such as ours, is that of attrition. We offered parents no
inducements for participation in the program. They were not paid,
nor were they provided with any medical, social, or psychological
services as a reward for participation, Indeed, participation in the
p}oject Sometimes represented an additional burden in the life of a
parent carrying responsibility for several children, faced with diffi-

culties in all areas of life. We purposely offered no incentives
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because we wished to examine whether the program itself would be seen
and accepted by mothers as intrinsically worthwhile enough to outweigh
not only all the past experiences in her.life which had taught her to
be suspicious of offers of help, but also her present life circumstances.
Almost half our mothers wer~ unmarried, they averaged rearing three
children, they enterecd the program with rather low self-esteem compared
to other groups, and they tended to see themselves as having little
control over their destiny. Given obstacles such as this, and & minimum
program of intervention which often provided the mothe; with little
opportunity week by weck to see progress in her child, how well did they
stay in it? Table 3.12 indicates the overall attrition rate from July

1, 1967 to February 28, 1968, the length of the Children's Bureau support.
Table 3.13 indicates the reasons for attrition after admission.

Another factor to be considered,'and one that troublgd us fof some
time, was how to classify people who remained iﬁ the experimental popu-
lation, but who because of varieties of circumstances, were seen on a
far thinner schedule than once a week. For example, on Teble 3.12,
the E; group at the end of the project consisted of 36 families. Of
these 36 families, only 25 were instructed at léalt on 17 home vi;its
_the first year, and 25 home visits in the second, and had a child who
took the Griffiths and the Bayley tests and series tests in bdtﬁ years,
There are then, two forms of attrition. One is actual loés to the pro-
Ject and’the second is miniﬁum participetion. In the presentation qf
our program results, we will limit the "experimental’ group to those
who were visited approximately half the time. Here we are concerned

only with those who actually left the sample. Table 3.12 and 3.13 cover

[T




101

TABLE 3.12, Attrition: July 1, 1967 - February 28, 1969

——— — 1
— ¥
I
Group Assigned Lost Before Admitted Dropped Ratel  Final i;
at Birth Contact N |
|
Ey 66 5 61 25 41% 36 |
E/C 46 3 43 7 16.3 36 |
C,/E 11 1 10 6 60 4 1
Co/E 40 14 26 5 19.2 21 3
Cy/C 15 2 13 2 . 15.4 11 ?
Cy/C 42 23 19 3 15.8 16
E3 55 24 31 10 32.3 21
Cy 71 28 43 21 48.9 22
c4 50 20 30 .5 16.7 25
Totals 394 120 276 84 30.5 192
1Rate = Drops/Number admitted
“
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TABLE 3.13.

Attrition After Admission

Refused

102

Group N Moved Cannot Income Other
Locate Too High
Eq 25 14 1 5 0 5
E/C 7 5 1 1 0 0
C1/E 6 4 0 1 o 1
C2/E 5 2 0 1 0 2
cy/c 2 2 0 0 g 0
Co/C 3 3 0 0 0 0
Eq 10 3 0 6 0 1
Cq 21 5 2 8 0 6
Cy4 5 0 0 4. 0 1
Totals 84 38 4 26 . 0 16
Percent 45,2 4.8 30.9 0 19.1

e
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the attrition during the total period of the Children's Bureau grant.
Families were assigned to experimental or control conditions at the birth
of the baby and given a number even before the family was initially con-
tacted. Mothers were then interviewed at the hospital or shortly there-
after to gain initial approval, and visited again at a six-week point

for further explanation or a reassessment of interest. farcnt Education
began when the baby was three months old. The second column on Table |
3.12 indicates that 120 babies were "lost before admission." Most of
this loss was due to moving or our inability to locate ‘the family. Be-
cause of the nature of the 12-county region in which we work, many rural
families had post office boxes but no other form of address so they could
not be found. Some loss was due to illness, death of an infant, and the
| like. Outright refusals to participate represent only a little more than
25% of that 120 families. Of the 276 fanilies admitted, the higﬁcot drob-
out rates are in the E; group and the two czﬁ‘rilnntal groups added in
the summer of 1967. Children in the first six groups were born between
Juae, 1966, and February, 1967. Half were born before October, 1966.
These who dropped out after February, 1968, weuld bs in the child's
second year, and for an K, baby, would most liknly be older chaﬂ 18
-bncﬁc. Of the 25 drops in the E; group, 16 dropped before February
1968, and 9 after. In the B/C group, 6 of the 7 babies who dropped all
completed one year in the project and dropped after being assigned to
control condition, Of the 11 C/E babies who dropped, only two were

. refusals and left the project at the turning point of first to second
year. The highest rates of refusal were in the two new groups and we

have no particular explanation for this, Table 3.12 indicates that

approximately 30% of those lost to the project were because of refusals

— -
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to continue, Twenty-one of these recfusals werc from mothers who were
in experimental groups. This represents approximately 12% of all experi-
mental mothers adritted to the project. It is clear that the heaviest
attrition is due to the migration pattern of members of this population.
wWhat can we conclude from this attrition data? Attrition after
involvement runs about 30%,0f which approximately 30% is due to refusal
after an initial commitment. Generally, those who once become involved
tend to stay involved in some fashion, unless they move away. This
relatively low dropout rate over a year and a half period probably is
an unobtrusive measure of success, since there are no extrinsic induce-
ments for participation. This relatively low attrition rate is a tribute
to the diligence and efforts of the Parent Educators in maintaining
their contacts with mothers and to the mothers, who persisted sometimes

under very trying circumstances.

Further Family Information
In addition to the statistical data, we were able to gather some

general descriptive information about the families in the project. These

observations are to be found on pages 10-30 of Appendix G .
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tesults in Jlclation to the First Objective

A study of this complexity in a field setting makes the definition
of "treatment’ somewhat looser than that normally employed in short
investigations under carefully controlled conditions in the laboratory.
We were faced with setting up a criterion of what constitutes treatment ;
beside assignment to a group. Our data indicate wide variation in actual
number of home visits made in all experimental groups. It was possible
in the first year of the project to achieve 39 home visits between three
months and twelve months, between the baby's third month birthday and
twelve month birthday, of which 37 would be instructional visits and
two would be for series testing. Actually some members of the groups 4
assigned to Ej, Eg or C3 had less than half the number of possible
visits. We asked ourselves if they legitimatgly-could be considered
as having received enough instruction to make any difference. We
therefore established as our criterion for inclusion in comparative data
a minimum of 17 visits for first year and 25 visits for second year,
Although this decreased our sample size for analyses of the hypotheses
which follow we feel they represent a more legitimate test.

Hypothesis One. At the end of the first year of life children whose

mothers were educated in stimulation series would be more highly developed
than those whose mothers received no instruction. Hypothesis 1-A was that
these children would perform more successfully on more series tasks. Table

3.14 presents the data on the series items. The data can be approached

in three ways. First, simply on the signs test. If all items on which

any difference appears are counted, 24 of the 35 items favor the experi-

mental and 11 favor the control. If we rule out the five items on which
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TABLE 3.14
sroportinsns of duccesscs on ocrics Iters at 12 Months,
Experirental and Control Infants
Experimental (N=81) Control (N=69)
k1, E/C, Eq C/E, C/C, C4
ny no P ny no P 1
Series IV 1 80 23 .29 69 10 . 14 %%
2 80 66 . 83 69 56 .81
3 60 50 .83 .61 50 .82
4 78 63 .81 68 45 . 66 %%
5 77 43 . 56 68 34 .50
6 60 22 .37 61 - 22 . 36
Series V 1 81 57 .70 69 47 .68
2 81 55 .68 67 48 .72
3 75 22 .29 65 11 . 17%
4 81 55 .68 69 39 .57
5 78 27 .35 67 14 .21%
6 80 23 .29 69 28 .41
7 81 43 .52 - 69 43 .62
8 80 20 .25 68 11 .16
Series VI 1 80 6 .08 69 2 .03
2 80 1 .01 69 1 .01
3 74 18 .24 69 32 . 46 %% %
4 80 15 .19 67 8 .12
5 78 25 .32 68 21 .31
6 80 33 .41 69 27 .39
7 78 35 .45 66 21 .32
8 72 13 .18 63 6 .10
Series VII 1 75 25 .33 65 8 o 12%%%
' 2 76 11 .14 68 11 .16
3 77 9 .12 68 10 .15
4 73 3 .04 64 1 ' .02
5 77 2 .03 68 2 .03
6 71 0 .00 65 1 .02
7 75 - 10 .13 66 3 . 05%
8 75 53 .71 65 39 . .60
Series VIII 1 75 1 .01 63 2 .03
2 74 16 .22 64 6 . 09%
3 74 0 .00 60 0 .00
4 75 1 .01 65 0 .00
5 64 0 .00 49 0 .00
6 66 0 .00 56 0 .00
7 73 17 .23 65 17 .26
8 62 7 .11 53 1 . 02%
* 2« .05, one-tailed test
** Z < ,025, one-tailed test
***¢v< .01, one-tailed test

L e e

e v iyl ~ = 7 o
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only one or two children succeeded and which, therefore, might be reason-
ably assigned to chance, 23 of the 30 items favor the experimental. In »
either case, the low probability of the proportion of experimental over
control being due to chance ( /7 < .05) indicates that the hypothesis is
supported.

There is a second way to look at these results. There are eight

items on which experimental infants are significantly superior to the

controls, and one item, VI-3 on which controls were superior to experi-
mentals. This one task is a non-verbal categorizing exercise deveioped !
from the work of Ricciutti. Personal correspondence with him indicates
that one might expect the direction to be as we found it. In some work
on the effects of nutrition on development, performance on this type

of task also favored those who were in the "malnourished" group. The
eight items on which experimental infants exceed their controls include
vocaliration activities, item (IV-1) object éernnnence tasks (IV-4,
VII-1, and VIII-2) language games (V-3, V-5, and VIII-8) and a small

muscle task (VII-7). It is particularly noteworthy that experimentals

were significantly different from control children on the object perma-
nence tasks which were in the seventh and eighth series because children
were not normally exposed to these series in the course of stimulation.

Analysis of Parent Educator reports of their introduction of series

materials shows that most often children had reached only into the
sixth series by the time of their first birthday. This suggests that

experience on earlier object permanence tasks had a generalizing effect

on performance on these later tasks at age one.
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A third way 1o examine the dafa i3 to note the reolative ordinal
placemeni of series items. If one looks al the control scores as an
indicator of "natural" transaction beiween the child and his environ-
ment in these homes, then generally the sceries are in an appropriate
order ~ that is, series IV is easicr than V, which in turn is easier
than VI and so forth. However, particular items arc mispléced. For
ekample, item VII-8 really beclongs in serics V and items VI-1 and
VI-2 belong in series VIII. The stimulation materials in Appendix B
represents a restructuring of items based upon these data. Therefore,
Appendix B presents the above series material with their old num-
bers., We maintained the use of old numbers in testing and teaching
so as not to introduce more confusion into the system, It is clear
that several items in the serié¢s materials are far too difficult for
any of our 12-month olds when they are presented in a test situation.

Hypothesis 1-A is supported.

Hypothesis 1-B was that children whose mothers were educated on

stimulation series would score higher on standardized measures of
development than those mothers who received no instruction. Our stan-
dardized measure was the '"Griffiths Mental Development Scale." (driffiths,
1954). The Griffiths Scale items are distinct from the items in the
stimulation series and from ine ma:ier’als developed for the C3 group,

so that the scale provides an independent measure for tesfing the
hypothesis of the cffects of stimulation in the first year of life. There
are five sub-scales on the Griffiths called Locomotor, Personal-Social,

Hearing and Speech, Eye and Hand, and Performance, Since a directional

hypothesis was made, the probability stated on Table 3.15 is in terms of
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TABLE 3. 15

Mcan and Standard Deviations of Experimental and Control
infants on the "Griffiths Mental Devclopment Scale’ at 12 Months

————
——

|

Experimental (N=109) Control (N=84)

Griffiths i
Variables X SD X SD
General

Quotient 111.10%* 10.00 107.18 9.47

Locomotor 121.54 18.41 119.13 17.33

’ |

Personal- ;

Social 109,17 8.76 105. 26 9,70 i
Hearing &

Speech 101.15% 15.31 94. 06 13. 77

Eye & Hand 113,43% 11,26 108. 84 10.45
Performance 109. 96 13.92 ' 108.96 . 13.17

* Superior to controls, 2 < .005, one-tailed test.

one-tailed test. Since we tested (for hypothesis 4) the differences
between the Ep and C3 groups and found none, (Table 3.29) we combined

the C3 population with the rest of the experimental groups for testing

b - e

hypothesis 1. The data indicate that on all but the Locomotor and
Performance scales of the Griffifhs Scale the means of the experimental ° "
group significantly exceed the means of the control population. The
experimental populaticn consists of all E;, Eg, and C3 babies whose §
mothers were visited at least 17 times and the control populafion con-
sists of all Cj, Cz, and C4 babies who were tested at 12 months., The

C4 population, which served as a direct control for groups Eg and C3

since they were born in the same few months, differ from the original

e ————— ———— - —————
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control groups on the Hearing and Sperech score. The new control babies

have a lower mean. However, we combinced all controls in testing the ;
first hypothesis.

Of special note is that the Locomotor scores are the highest and
that Hearing and Speech are the lowest. Although these are presented
as independent scores, the Griffiths Scale has not been factor analyzed,
and our data suggest that these are not discrete dimensions. Table |
3.16 presents the intercorrelation matrix of the Griffiths Scale for

these 109 experimental babies. The lowest correlations are between

the Locomotor and Hearing and Speech scales. Note that Hearing and

Speech is also relatively independent of Eye and Hand and Performance,

We night infer that Hearing and Speech is a more envirommentally influenced
variable, and that the more "physical" scales may be more biologically

influenced in the first year of life.

TABLE 3.16

Intercorrelation Matrix, ''Griffiths Mental
Development Scale’ at 12 Months (N=109)

Variables 1 2 3 4 5 6
1. General

Quotient .80 .72 .69 .76 .74
2. Locomotor .50 .35 .57 .46

3. Pers~,nal-

Social .56 .43 .36
4, Hearing &

Speech .36 .37
5. Eye & Hand .92

6. Performance
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Hypothesis 1C was that children whose mnthers were educatcd in the

stimulation series would have morc¢ awareness of color and race than those
of mothers who received no instruction. This hypothesis was not tested
because the Racial Awareness test was too difficult to administer to the
twelve month olds. Racial Awareness tests were administered at twenty-

four months and the results are reported as hypothesis 2C.

Hypothesis 2 was that a2t the end of their second year of life
children whose mothers were educated continuously since the children's
third month would be more highly developed than either those children
whose mothers received instruction in either the child's first or second
year or those children whose mothers received no instruction. To test
this hypothesis we utilized both the series materials and the Bayley
test scores.

Hypothesis 2A was that these differences would be reflected in

performance on series tests in the same fashioh.as in the first year.
Table 3.17 presents the data on the children of experimental mothers
who were in the project from three months to 24 months and who had a
minimum of 17 visits in the first year and 25 in the second, compared
to the 27 mothers who were in the control group throughout the saﬁe
period.of time. On a signs test counting the 22 items on which there
was a difference between the two groups and more than one child in a
group succeeded, 15 items favor the experimental children.' This
probability is better than ;5¢;.05 that such a ratio would not have
occurred by chance.

A second way to look at the data is that on four of these items,
VI-8, VII-S5, VII-6, V'I-7, the proportion of experimentgl children who

passed significantly exceeded that of the control children. These tasks
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are water play with varying shapes of containers, handing the mother
different size blocks, grouping a set of blocks around an object in
imitation of the mother and folding a piece of paper, one of the tasks
which also discriminated at 12 months.

It is also evident from Table 3.17 that the tasks in series VII
and VIII except for VII-8 and VIII-7, prove difficult for these chil-
‘dren to master in a testing situation. All of the experimental children
should have been exposed .o all of these tasks before reaching age two,
and Parent Educators had indicated that the children were able to achieve
them. However, in the test situation many did not do so. The series
tests were administered in the home by a white graduate student examiner
in the presence of the mother and the Parent Educator. The testers did
not know which children were experimental and control because a Parent
Educator set up the appointment and accompanied them to each setting.
In discussing Hypothesis 2B the effects of the examination situation
on performance will be seen as more serious than in the home conditions
under which the series instrument was administered.

Table 3.18 compares the same 24 children with the 32 children whose
mothers received instruction in the first year but who were moved into
& contral population in the second year. On the signs test 20 of the
23 differences favor the two year experimental group. Three items are
significant. Two of these (VII-8 and VII-6) are the same as items
differentiating experimental ard control children. In aciition, item
. VIII-4, handing the mother a correctly colored block, is the third

significant item.
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ny no p ny No P

Series VI 24 11 .46 27 8 .30
24 11 .46 27 10 .37
24 7 .71 27 23 .85
23 17 .74 27 21 .78
23 19 .83 26 17 .65
24 23 . 96 27 23 .85
21 10 .42 27 15 . 56

23 23 1. 00% 25 21 . 84

VNN D W

Series VII 23 8 .35 27
24 15 .63 27 1
24 7 .29 27
24 10 .42 26
24 6 . 25% 27
24 4 .17% 26
23 9 .39 27

23 21 .91 27 2

.30
. 96
.30
.23
.07
.00
.15
.78

0 -3 DU D W
= ON O WL

Series VII 24
23
23
24
20
21
24
23

.29 27 11 .41
.65 27 18 .67
.13 27 S .19
.17 27
.05 25
. 00 26
. 96 27 2
.35 25

-]

.11
.00
.04
.85
.32

oW

N
®WOoOMBWL

00 g U D W
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* £~ .05, one-tailed test
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TABLE .17
Proportions of Sucersses on Gories Iiems at 24 Months,
pxperimental and Conitrol Group B
|
Experimental Children (N=21) Control Group (N=27)
i
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TABLL L :

Proportions of oiuccesses on Series jtews 2! 24 hMonths,
Experimen.al! and I'irst Year Only Gronps

txperimental Children Lxperiy ental and Control 1
(N=2") Children (N=32) i
ny n, p njy Do p ;
Series VI 1 24 11 .46 32 12 .38
2 24 11 .46 32 8 .25 :
3 24 7 .71 32 22 .69 |
4 23 17 .94 3 28 .88 i
5 23 19 .83 3 23 .72 |
5 24 23 . 96 32 27 .84 .
7 24 10 .42 32 13 .41 |
8 23 23 1. 00%* 31 26 .84 ?
Series VII 1 23 8 .35 32 6 .19
2 24 15 .63 32 17 .53
3 24 7 .29 32 8 .25
4 24 10 .42 32 12 .38
5 24 6 .25 32 5 .16
6 24 4 .17 32 0 .00 |
7 23 9 .39 31 5 .16
8 23 21 .91 32 28 .88 h
|
Series VIII 1 4 7 .29 32 5 .16
2 23 15 .65 32 22 .69 j
3 23 3 .13 31 2 . 06 i
4 24 4 L17% 32 1 .03 |
5 20 1 .05 29 0 .00 |
6 21 0 .00 31 2 .06 |
7 24 23 .96 32 29 .91
8 23 8 .35 30 8 .27

¥ 7 « .05, one-tailed test
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Table 3,72 presents e corpas” o0 betvwecr the s o oxperinoertial
chi’dren awt a group of "7 children v bo werc [0 Lthe soalen’ orop ;o
the Tirst year and 3 cved isito the caperinesta! groip in their scoond
year of “ife., There is wo significant dillerence in ihe proporiios of
succcss between hese two greops, nor do Lhey differ signi “icantly
from ecach other on any item.

We had made a general hypothesis that differcences between groups
would be a function of length as well as tine of instruction. That is,
the longer and earlier the instruction the greater the difference. There-
fore, part of the test of Hypothesis 2 vas a comparison of those who
received only the first year of instruction vith the control! children
and those who received only the second year of instruction with the
control children. Hypothesis 3, to be presented.later, describes the
differences between the first year only and second year only children.

Table 3.20 presents the data comparing the first year only stimu-
lation group against the controls. The hypothesis that the former would
be superior must be rejected. On the signs test the proporticn nf experi-
mental children who did better than control children is no better than
chance,

The children of those who received parent education in the second
year of life are clearly superior to the control population. Out of
22 items on which there might be a difference, 17 favor the experimental
group. On four of these items, VI-8, VII-4, VII-6, VII-7, their pro-
portion of success significantly e¢xceeds that of the controls. (Table
3.21).

The tables jusi presentad make no allowance for the fact that some

of the children included on them night have missed tal:ing the 12-month
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TALLL 1,10
Proportions of Sucresses on Series Iters al 24 lion.hs, i
Experinenta® and Second Year Cnly Groups
|
Expeririantal Group (N=21) Control/:xperimental Group (N=17) ;
(N=24; (N=17)
ny N, P ny no P
Series VI 1 24 11 .16 H 5 .29
2 24 11 .46 17 6 .35
3 24 17 .71 17 13 .76
4 23 17 .74 17 15 . 88
5 23 19 .83 17 13 .76
6 24 23 .96 17 16 .94 :
7 24 10 .42 7 9 .53 §
8 23 23 1.0 17 i7 1.00 ;
T
Series VII 1 23 & .35 17 8 .47 i
2 24 S .G3 17 11 .€5 i
3 24 7 .29 17 6 .35 i
4 24 10 .42 17 9 .53 ]
5 24 6 .25 17 4 .24
6 24 %! .17 17 q .24
7 23 9 .39 17 7 .41
8 23 21 .91 17 14 .82
Series VTII 1 2 7 .29 17 7 .41
2 3 15 .63 17 13 .76
3 23 3 .13 15 1 .06 )
4 24 4 17 17 2 .12
5 20 1 .05 15 S .00 i
6 21 0 .00 17 0 .00
7 24 23 . 96 17 16 .94 4
8 23 8 .35 17 8 .47 |

1
x
|




TABLi 3. 20

Comparison of First Ycar Only with Controls,

24 Months Serics Performance

117

First Year Only (N=32)

Control (N=27)

ny No P ny Ny P
Series VI 1 32 12 .38 27 8 . 30
2 32 8 .25 27 10 .37
3 32 22 .69 27 23 .85
4 32 28 .88 27 21 .78
5 32 23 .72 26 17 .65
6 32 27 .84 27 23 .85
7 32 13 .41 27 15 . 56
8 31 26 .84 25 21 .84
Series VII 1 32 6 .19 27 8 .30
2 32 17 .93 27 15 . 56
3 32 8 .25 27 8 .30
4 32 12 .38 26 6 .23
5 32 S .16 127 2 .07
6 32 0 .00 26 0 . 00
7 31 S .16 27 4 .15
8 32 28 .88 27 21 .78
Ceries VIII 1 32 S .16 27 11 .41%*
2 32 22 .69 27 18 .67
3 31 2 .06 27 S .19
4 32 1 .03 27 3 .11
5 29 0 .00 25 0 .00
6 31 2 . 06 26 1 .04
7 32 29 .91 27 23 .85
3 30 8 .27 25 8 .32

*P s .05, two-tailed test
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TABLL 3.21
Comparison of Sccond Year Stimulation Group with Controls, J
24 Months Scries Performance !
Second Year (N=17) Controls (N=27) 1
ny No P ny No P !
Series VI 1 17 5 .29 27 3 .30 ‘ i
| 2 17 6 .35 27 10 .37 | i
3 17 13 .76 27 23 .85 ‘ |
4 17 15 . 88 27 21 .78
5 17 13 .76 26 17 .65
6 17 16 .9 27 ‘23 .85
7 17 ¢ .53 27 15 . 56 |
8 17 17 1.00 25 21 . 84% |
Series VII 1 17 8 .47 27 8 .30
2 17 11 .65 27 15 . 56
3 17 6 .35 27 8 .30 i
4 17 9 .53 26 6 . 23% |
5 17 4 .24 - 27 2 .07 5
6 17 4 .24 26 0 . 00%x%
7 17 7 .41 27 4 .15%
8 17 14 .82 .27 21 .78 :
Series VIII 1 17 7 .11 27 11 .41
a 17 13 .76 27 18 .67
3 16 1 .06 27 5 .19 i
4 17 2 .12 27 3 .11
5 15 0 .00 25 0 .00
6 17 0 .00 26 1 .04
7 17 16 .94 27 23 .85
8 17 8 .47 25 8 .32
*2..05, one-tailed test ]
**$..01, one-tailed test
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series jecause of il11ness or other ¢itficu tie i | acltayed the o
appointirient past a reasonahle time. In crder Lo control! for ihig
factor, we selected from our pepi’ation a*l those ehildren in the Tour
groups (iwo year experimcerntal, [irst year only, sccond year only and
control) who had both 12 and 24 monih series tests and compared the
ratios of successes at these two periods of time for these children,

Table 3.22 lists these proportions. Our hypothesis was that children

TABLE 3,22

Proportions of Success on Series vi, ViI, VIII, for
Matched Groups at 12 and 24 Months

Groups 12 Month Test 24 Month Test
E(N=22):E/C(N=24) 10: 7 17; 6%
E :C/E(N=15) 12;:5% . 10:9
E :C/C(N=14) 14; 2%% 17; 4%x*
E/C : C/E 13;54 4:18%%*
E/C : ¢/C 15; 3% 12:9
C/E : c/C 12; 5%% 15;: 8%%

* 2 & .05, two-tailed test
¥k £ .01, two-tailed test
A A< .05, one-tailed test
in E or E/C would be superior to children in C/E or C/C at 12 months
(Hypothesis 1). This is reconfirmed for these children, élthough the
controls who were later assigned to the experimental condition for the
secu? year (C/E) were significantly better than the controls who stayed

in the control condition even at the 12 month point, Families were ran-

domly assigned from the general control condition into second year experi-

mental and control. This randomization obviously did not prevent us from
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having unmatched samples assigned to the two new conditions, and gave
& decided advantage to the C/E group. Another way to look at this is
to realize that only 15 C/E's and 14 C/C's had both measures. It may
be that differential attrition in the second year rather than a ran-
domization procedure that went awry is responsible for what looks like
poor assignment to treatment conditions. It will also be noted that
the two E groups (E/E and E/C) were far superior to the C/C group at
12 months, and that the experimentals who were assigned to the control
condition for the second year were better than the controls assigned
to the experimental condition for the second year (E/C to C/E), at a
probability level of .05 because we made a directional hypothesis.

All the other differences at twelve months are much less likely to have
been due to chance.

With this in mind, we can reexamine the 24-month data. Ouf
hypothesis here was that the experimental grﬁup who had been with us
for the two years would be superior to the control children. The
ratio of 17 to 4 supports this hypothesis. Further, we had hypothesized
that either group which had been home visited (E/C or C/E) would be
superior to the control babies. This is supported in the case éf the
d/l group but unsupported in the case of the only first year education
(E/C) group. Note that the C/E group at the beginning was superior to
the C/C group, which may raise some doubts about whethcf they gained
until we note that they have now drawn even with the two year experi-

- mental group at 24 wonths although they were significantly below them

at the 12 month period. Further, we now have a reversal between the

ratio of the E/C to C/E group between the 12 month period and the 24

month period which will be discussed further in hypothesis 3.




121

The order of success across these four groups would ranl: the experi-
mental group first, the C/E group second, the E/C group third and the
pure controls fourth, although the difference between third and [ourth

position are not significant, The hypothesis ig thus mostly supported.

The only group which did not live up to our expectation was the group
which received stimulation in the first year only. This may be partly
dﬁe to the selective factor of assignment to second year group., On the
average, experimental children assigned to control condition were origi-
nally a little less successful at 12 months than other eiperimental
babies, and control children assigned to experimental condtions at
12 months were superior to those who remained in that status. There
was no way to avoid this through the randomization procedure, The
only possible technique to avoid it would have been to wait until after
test results were in to make assigmments to the second year. This would
have been extremely difficult and impractical to implement, because
their “irthdays covered a span of five months ¢nd children had to be
assigned before r2aching their birthday and without knowing their relative
position in respect to all the remaining untested babies.

1t is clear, without any question, that the children with two years
of ;xperimental experience are best and that the children with no experi-

ence are the poorest.

glgpthesis 2B

The second means of testing Hypothesis 2 was through the use of the
Bayley Scales, Four doctoral students were trained in administration and

developed a high degree of reliability before administering the Bayley
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Scales to the two-year-olds. All tesls were adwinistered in the outpatient
suite of the Human Development Center of the J. Hillis Miller Health Center.,
These students early felt that the test situation and the test itself would
not yield clear measures of the performance of the two-year-olds they were
testing. Thercfore, they drafted the following statement to represent

1

their reservations: "The use of the Bayley Scales of Infant Development

With black disadvantaged youngsters presents a validity problem not

unique to this particular test. The points on which we will focus are
probably equally relevant for any 'intelligence test' designed for infants
and used with non-whites.

The nature of the testing enviromment is inhibiting and often terri-
fying for the two-year-olds. They are brought to the Medical Center, a
huge, strange place busy with people - wﬁite pedble. Also the doqtors
.present may be a separate fear-producing stimuli. The white examiner is
usually regarded with suspicion, fear, and sometimes hostility by the
babies.

The whole area of language assessment is closely linked to the inhi-
biting test enviromment. The manifestation of the fear is usually very
reduced verbalizations, sometimes an entire session with no vocalizations.
Th; Bayley Mental Scale is heaviiy loaded with language items which score
higher depending on the number of verbalizations (e.g. how many items
named?). The question of retarded language development ié this populatiocn

is unresolved, but the Bayley Scale (as we administer it) oniy serves to

IThis statement was prepared by D. Kronstadt, G. Scott, G. Weld, and M.
Resnick. See also paper by M. Resnick, G. Weld and J. R. lally in
Appendix F.

A

et e A
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reinforce the weakest way to eclicit language from these babies. The re-
duced language shown during testing may al!so influence performance on
some non-language items - (e.g. blue form board, with instructions).

Another problem in the testing is the lack of interest and moti-
vation in these youngsters. They are usually passive and lethargic in
their attitude toward test items (as opposed to middle-class children
wko can't wait to show how well they do and get on to the next task).

Finally, the question of establishing rapport with babies from this
population is difficult. Often things that will win over a white middle
class baby will only startle or make the black infant more fearful. (e.g.
swinging in the air).

One area is open to question as a possible positive side to the issue
of testing black two-year-olds. The traditionally negative "terrible
two's" syndrome appears not to be there. These babies are passive and
accepting probably because of their inhibitioné, but this may provide

a little help in the test situation."

In spite of the above reservation we were comnitted to the Bayley
Scales and will therefore report the data although their reservations

must be taken quite seriously.

On the basis of the data in Earl Schaefer's project with infants

A in Washington, we decided to add a measure of task orientation to the
mental and motor scales. Table 3.23 presents the task orientation items
used by Schaefer from the Bayley Irfant Behavior Profile. We did this

because we thought that task orientation rather than score, considering

the comments of the testers, might differentiate among the groups,

s b
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Pakal

ThAuLe 3,20

Schaefer's Task Oriented Items from the Bayley Infant Behavior Profile’

4. Object Orientation?
7. Goal Directedness
8. Attention Span

9. Cooperativeness

36. Test Adequacy2

Group Age _;5_' _Sh
Experimental (N=28) 21 Months 25.5 5.3
Control (N=30) 24.4 5.2
Experimental (N=27) ' 27 Months .  26.8% 6.5
Control (N=29) ' 22.9 6.4

1Personal correspondence with Earl Schaefer
All items on 9 point scale, except test adequacy, which is a
S point scale.
Maximum possible score = 41
*Higher than controls, % ., .05
Assignment of half the former experimentals to the control popu-
lation and half the former controls to experimental population at twelve
months was done from a table of random numbers. However, as we saw in
Table 3.22, this may have led to unmatched groups. We, therefore, use
the scores on the Griffiths Scale as covariates to examine whether the
randomization had worked out in fact. Table 3.24 presents the Griffiths

scores at 12 months and the unadjusted Bayley means. ~Table 3.25 pre-

sents the adjusted Bayley scale means after all of the Griffiths scales
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Test Scores Means at 12 and 24 Monihs,
Before adjuasir.ent of Bayley Mceans
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|

Group
Variables Exp. (2 yearsj}E/C (first year. C/E (second year | Control
._only (N=28) only (N=20) (N=26)
T
GIQ 111.08 . 111.82 109, 10 © 106. 31
i i |
Locomotor 118. 31 | 126.23 122. 70 ' 119.16
Personal- i | ‘ ;
Social 108.55 107,57 107. 80 . 103,06
|
Hearing & ,
Speech . 101.65 99.42 95.87 95.47
i
Eye & Hand ' 113,97 : 114,93 111.00 106.95
Performance 112.11 | 110.68 109, 20 108. 03
Bayley Mental 85.64 | 80.39 87.95 . 85.56
Mayley Motor 102. 28 g 95.93 102.95 i 102,65
Bayley Task | ,
Orientation 22.60 . 23.57 ; 26. 90 25,54
| 1
TABLE 3.25

Adjusted Bayley Scale Means

- I T ——*FJT ]
Variables Exp. 2 years| Exp. 1lst yr. Exp. 2nd yr.| Control F
Mental 85.39 79.52 88.10 86.63 2.16
Motor 103.15 95.27 102,03 103,24 .59
Task Oriented 22,25 23.39 26.83 26.12 2.10
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had been used as covariates. The F ratio indicates that this procedure,
although conservative, did not affect the means to any substantial degrce.

On the basis of the data in Table.3.25, the hypothesis that experimental

groups would be superior to controls on the Bayley Scales must be rejected.

Although we find differences when the Series data is used, thesv dif-
ferences are not observable on the Bayley Scales under the conditions
in which these children are evaluated, .

Hypothesis 2C was that children in experimental groups would have

more awareness of color and race than would control children. This
hypothesis had been developed by Dr. Jacquelin Goldman, whose report
follows:

This study was designed to investigate the importance of the ability
to learn on the basis of color for the appearanée of racial awareness
in young white and Negrc children. Racial awareness has been studied
and confirmed in children at three years of age by several investigators
(Clark & Clark, 1940; Landreth & Johnson, 1953; Morland, 1958; Springer,
1950; Stevenson & Steward, 1958). More recently, Morland has found that
white children and particularly white southern children, could recog-
nize white and Negro photographs as such and that white children, when
asged thch child they looked most like, made more frequent like-race
choices than did Negro children.

Fowler (1962),. has surveyed cognitive learning in infancy and child-

hood and reports that color discrimination is we11-developed.by ages
three and four. This fits within the overall orgznization suggested

for cognitive development by Piaget, as the transitional period between

motor behavior and toward internalization and conceptual activities.
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Harry (1967), reviewed the literature with regard to the color concept,
color learning and discrimination, and found that form precedes color
as the basis for discrimination in children and that color is probably
firmly established as an abstract concept between the ages of 2% and

4 years of age.

In a study using only white subjects, Harry (1967) examined chil-
dren between two and five years of age. She sound the biggest incre-
ment in racial awvareness and in color learning occurred between ages
three and four. Some of her subjects who did not perform on a photo-
graph sorting test could identify Negroes when asked to do so. Her
results did not indicate that either racial awareness or color learning
as such were necessary prerequisites for each other.

If, as the work of Piaget, Gray, Hunt, and chers suggest, the input
of patterned experience is important in providing the basis for general-
ized abstract concepts, then children who have such early experience
should develop concepts such as race earlier and more stably than chil-
dren who have none or little of this type of experience,

Although we do not have an arbitrary age at which investigators

agree that racial awareness occurs, the earliest limits seem to be

around 18 months to two years, Children of this age range, therefore,

are the appropriate subjects for this investigation. Likewise we
assume that the patterned input, small though it may be, derived from

participation in an enrichment study, should facilitate the develop-

ment of racial awareness. If 80, it may be expected that: for both

N
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white and Negro children, racial awareness (R4) will not occur unless the
subjects demonstrate ability to learn a tasl- based vpon the use ol color,
Both white and Negro children will show greater RA and color learning
(CL), according to the amount of time spent in the project. Negro chil-
dren wiil show greater RA and CL according to the amount of time spent

in the project (includes a group of Negro children with no experience %’
in the project).

Method

Subjects

It was originally planned to choose children on the basis of race and
length of time within the project. Fifteen children were planned for

groups with two years participation during the first year only, partici-

pation during the second year only and control subjects, It was expected
that a full representation could be obtained for the Negro sample but not
for the white sample. The actual representation is shown in Table A,

The original design had to be discarded because of the poor representation

4

TABLE A

Representation

ﬁ%

Experience Negro White
Group Male Female Male Female
Two Years 7 6 2 2
First Year 7 9 0 0
Second Year 7 6 4 2
Control 7 4 1 2
28 25 7 6

L Total 53 13
:
E
)
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Procedure
_“

The same general procedurc was used with this study as that employed
by Harry (1967). The child was made comfortable with the examiner (Parent
Educator) and invited to play a game. If he was willing the examiner
Placed before the child ten photographs, five Negro and five white, and
asked the child to sort them. Harry's study had shown that some very
young children (around the ages of our children) would not respond to
the instruction "put the ones that go together in a pile" but would
respond to "the ones that look alike to you" or "the ones that play
together.” Our present instructions were modified to get the baby to
sort with more specific instructions: "the ones you like, the pretty
ones, daddy, mommy, light, dark.” Just as in Harry's study, if any
-sortings were done on the basis of race, the bhild was considered
racially aware. This initial racial awareness test was considered a
Pretest,

Next the child was presented with a set of cards, If he selected
the color card (only one of five cards) he was rewarded verbally and
with an individually chosen reinforcement (candy, potato chips, or

some other preferred food). If the children made an error, the correct

- card was pointed out and children were presented the next set of cards.

Five consecutive correct responses was the criterion for }earning. The
maximum number of trials presented to any child was 20. Regardless of
the total number of correct responses, a subject was considefed a non-
learner if he did not score five consecutive correct trials,

Folléwing the pretest and the color learning task the children were

retested on the racial gwareness task,

— o I - s e
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Resultis
| Inspection of the data indicated that the procedures for Part III,
in which Lhe childrcr were retested after the color learning task, did
not result in adequate saupling to test the hypothesis that color lear:-
ing was necessary for rgcial awareness. Because of the small sample
E size only a few more global questions could be addressed by the data.
E | Most of the children could not be considered racially aware on
’ . the photograph task. The probability of correct solution was .167 for
any given trial and .67 for one significant trial in the éix trials
; - given each child. The fact that so many children could not perform
the task at such lenient levels probably indicates the task difficulty

at this age level. As Table B indicates, the performance of the chil-

dren does not exceed that expected by chance on the racial awareness

task, Results at iess than chance level on the racial awareness task
g . TABLE B

Racial Awareness: Pretest

—_ ——— — —  — — — —  — — . — — ]

Group Negro = White
Experimental 25 (65%) 2 (=0%)
" Control 3 (20%) 2 (67%)

could have been due to task difficulty, to lack of racial awareness,
to awareness but irrelevance of the corcept to the task as perceived

by the children, or to some other variable. If so, then all experience

groups and both racial groups should be distributed proportionally for
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racial awareness even at below chance level of periormance. This was the
next question addressed by the data.

Considering only the Negro sample, when all experience groups were
pooled and tested against control children on the pretest (Part 1), it
was found that experience children tended to be more racially aware
(Chi Square = 2.42, df =1, .20</>.10). On the color learning task
analysis indicated that control children tended to learn the task
better than experience groups (Chi Square z 3.72, df =1, .10L,2>.05).

Comparison by race was even more iimited. The thirfeen white
children were matched. with 13 Negro children for experience and control
conditions. Fisher's exact probability test was calculated for both
the pretest racial awareness and for color learning. Both tests yielded
2 probability of .34, indicating no rgcial différences either in aware-
ness or learning.

The results of this study must be considered highly tentative
because of small sample size and incomplete tests of the original
hypotheses. Only the third hypothesis coﬁld be approached, and that

was in 2 reduced sense which pooled all experience groups.

Discussion
The present findings suggest that across all children neither race
nor experience affects racial awareness in children betweéﬁ two and
three years of age. Within subjects analyses indicate that among Negro
chiidren in our sample, children tended to be more racially aware if
they were "in° an enriched experience group, but they did not perform

better on the color task. Because of the limited data, relationship

between color learning and awareness could not be studied.
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Limited as these results are they are consistent with the view that
experience does not affect basic capacity to learn, but that it may \
influence early acquired knowledge, in this case on a dimension which }
plays an important part in developing personal and social identity.

Harry's study found that some children were able to identify photo-
graphs by race even when they did not sort for race in a free choice

situation. Most of her children did not sort for race before age three.

Work by Ricciuti (1965) indicates babies 12-24 months of age can group
three-dimensional objects. It may be that the racial awéreness task,
being two-dimensional, is too complex to test adequately for racial
awareness, and that the current procedure, which works well with subjects
above three years of age, should be put in a three-dimensional format for

administration to younger children.

Hypothesis 3 was that at the end of their_second year of life chil-
dren whose mothers were educated in only the first year would be develop-
mentally more advanced than children whose mothers were educated only
in the second year. Both the series and fhe Bayley data lead (Table 3.25)
to a rejection of this hypothesis. Table 3.26 presents the series data
on those who received stimulation in the first year only versus those
wh; received it in the second ye;r only.

On the basis of a signs test, the hypothesis that first year only

would be superior to second year only must be rejected. The second year

only group was clearly superior to those who were stimulated in the
first year only. When the more stringent analysis represented in Table
3.22 is applied, which takes into account both 12 and 24 months scores
for the same children, the difference is more sharply defined. At the

12 month point, for tkose children on whom we had both year series data,
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First Year Only (Xx=32)

Sccond Year Only (N=17)

ni no P ny no P
Series VI 1 32 12 .3 17 5 .29
2 32 8 .25 17 6 .35
3 32 22 .69 17 13 .76
4 32 28 . 88 17 15 . 88
S 32 23 .72 17 13 .76
6 32 27 .84 17 16 .94
7 32 13 .41 17 9 .93
8 31 26 . 84 17 17 1.00
Series VII 1 32 6 .19 17 8 .47
2 32 17 .93 17 11 .65
3 32 8 .25 17 6 .35
4 32 12 .38 17 9 .53
5 32 S .16 17 4 .24
6 32 0 .00 17 4 .24%
7 31 5 .16 17 7 .41
8 32 28 .88 17 14 .82
Series VIII 1 32 S .16 17 7 .41
2 32 22 .69 17 13 .76
3 31 2 .06 16 1 . 06
4 32 1 .03 17 2 .12
S 29 G .00 15 0 .00
6 31 2 . 06 17 0 .00
7 32 29 .91 17 16 .94
8 30 8 .27 17 8 .47

* 2 2 .05, two-tailed test




134

the first yecar on'y children werc morc successfaul than the second year
only children. This status is drastically reversed at the 24 mon‘h point
when the second year only children are more successful on 18 out of 22
series items on which there are differences. The Bayley data indicate
that, although differences are not statistically significant, the first
year only group has the lowest mean scores.

For this population, using this particular program, the hypothesis
that earlier intervention would be more powerful was not supported. What-
ever made the experimental group better than the control éhildren at the
end of the first year were washed out by two years of age, and stimu-
lation via parent education in the second year enabled children who
received only this to be superior to those whose mothers were home visited
in the first year. This should not be taken to mean that the "critical
period” hypothesis must be rejected. There are many missing links be-
tween an adequate test of that hypothesis and what was actually carried
out in this project. We will comment further on these results in the
next chapter when we discuss implications of our findings.

Hypothesis 4 was that at the end of the first year of life children

whose qothers were educated in the series would be more highly developed
than those mothers who received a different pattern of instruction of an
equal length of time. In order to test this hypothesis, group E5 (series)
and group C3 (other materials) were compared on both the series and
Griffiths, The Griffiths data are presented in Table 3.27 anﬁ the Series
data on 3,28, There is no significant difference in proportion of suc-
cesses between the two groups. The Ep group was better on fourteen items

and the C3 group better on sixteen. These children were all tested on the
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Series in their homes by cxaminers who had no knowledge of group assign-
ment. There arc no significant differences on the Griffiths Scale
variables,

TABLE 3.27

Means and Standard Deviations of Series and Other Curriculum Infants
on the "Griffiths Mental Development Scale” at 12 Months

%

Griffiths Series (N=15) E3 Other (N=19) Cj

Variables
X SD X - SD

GIQ 109. 80 8.19 110.53 9.41
Locomotor 115.31 17.50 124.83 19.05
Personal-

Social 108. 54 5.33 111.68 8.67
Hearing & .

Speech 101,70 13.63 98.30 17.61
Eye & Hand 113.38 12,77 ' 113.20 11.42
Performance 109,04 12.80 104.61 12.32

This finding did not surprise us in view of the statements by Weikart

and Palmer at the May, 1969 conference of the Social Science Research
Council in which they reported that, in their stimulation and interventjon
programs, children who were taught or exposed to different curricula did
not differ in their performance. Further, as we indicated‘in Chapter 2,
the materials developed for the C3 group, although different from the
series, overlap substantially in many respects. A significant factor
seems to be that the curriculum be somewhat systematic, planned and speci-

fic, rather than that it relate primarily to a single} theoretical posi-

tion.
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TABLs 3. 27
Proportions of Successes on Series Items at 12 Months,
Serics Curriculum and Other Curricalum [~
Series (Eg) Other (C3)
(N=15) (N=18)
ny no p ny No P
Series IV 1 5 5 .33 18 ) .28
2 15 12 .80 18 14 .78
3 15 10 .67 18 13 .72
4 15 14 .93 18 16 .89
S 15 11 .73 16 10 .63
6 15 4 .27 18 2 .11
Series V 1 15 12 .80 18 13 .72
2 15 8 .93 18 15 .83
3 13 2 .15 16 0 .00
4 15 10 .67 18 10 .56
5 15 2 .13 17 7 .41 ,
6 15 S .33 . 18 7 .39
7 15 5 .33 - 18 8 .44 |
8 15 4 .27 18 3 .17
Series VI 1 15 0 .00 " 18 0 .00
2 15 0 .00 18 0 .00
3 15 6 .40 18 7 .39
4 15 1 .07 18 4 .22
S 14 0 .00 18 8 .44%
6 135 4 .27 18 8 .44
7 15 8 .53 18 8 .44
8 15 4 .27 16 5 .31
Series VII 1 13 3 .23 17 7 .41
; 2 14 2 .14 18 3 .17
3 14 0 .00 18 5 . 28%
4 14 1 .07 18 1 . 06
5 14 0 .00 18 0 .00
6 14 0 .00 16 0 .00
7 14 0 .00 18 1 . 06
. 8 14 8 .57 17 11 .65
Series VIII 1 14 1 .07 18 0 .00
2 13 1 .08 17 4 .24
3 14 0 .00 18 0 .00
4 14 1 .07 18 1 .06
5 10 0 .00 11 0 .00
6 11 0 .00 16 0 .00
7 14 2 .14 18 8 .44
8 14 1 .07 15 1 .07
*;6¢=_.05, two-tailed test
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Since we found no differences between these stimulation groups, we
then asked whether these groups, when combined, differed from their own
control group of babies who were born when they were born and randomly

assigned to the control condition. Table 3.29 presents the data on the

Griffiths Scales which indicate that on two of the scales, Speech and
Hearing and Personal-Social, the children whose parents were in the
parent education program were superior to the control children. As in
the case of all the babies who have been tested at age one, the Loco~

motor scores are the highest and Speech and Hearing are t'he lowest.

TABLE 3.29
Means and Standard Deviations, New Experimental Children

(B2, C3) and Their Controls (C4) on the
"Griffiths Mental Development Scale”

Experimental (N-34) Control (N=23)

Variables X 8D X Sb
General

Quotient 110.21 8.90 107.57 7.17
Locomotor 120.62 18.98 120. 84 17.07
Personal- 105.61 9,20

Social 110, 30* 7.55
Hearing &

Speech 99, 80** 15.03 89. 89 7.44
Eye & Nand 113.28 . 12.03 111.57 9.46
Performance 106. 57 12,72 109,09 9,43

* B¢ .025, one-tailed test
** 2< -005, one-tailed test
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Hypothesis 5 was that there would be no difference between those

children whose mothers received no instruction or visits and those whose
mothers had monthly visits from nurses during the first year. Tables
3.30 and 3.31 present the data. We raised this hypothesis because of the
notion held by some people that mere social reinforcement or presence

of a visitor in the home might have some effect on the motivational

pattern of the mother and thus on the behavior and development of the

child.
TABLE 3,30
Means and Standard Deviations on the "Griffiths
Menta) Development Scale” (12 Months)
Scale Nurse Visits (N=17) . No Visit (N=28)
X 8D ’ X 8D
General
Quotient 105.7 8.2 " 108.9 11.0
Locomotor 117.3 14,3 120.8 17.8
Personal-
Social 103.8 8.0 106.5 10.4
Iiaring & ‘
Speech 92.1 11.0 96.4 14.6
Bye & Hand 107.0 11.9 108.8 8.6
Performance 108.1 12.8 111.2 15.7

Table 3.30 indicates that there is no significant difference on the
Qrtfftthl Scale between the pure control population and those who received
monthly visits from the nurses. Table 3.31 indicates that where there
are significant differences between the nurse group and the controls on

the series material, the differences favor the pure control population.

I
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TABLE 3,31
1«4
Proportion of Successes on Series Items at 12 Months
of Visited and Unvisited Control Infants i
Nurse Visit (N=17) Pure Control (N=15) :
mm P m ng_ P B
Series V 1 17 10 .59 15 10 .67 ;
2 17 16 .94 15 11 .73 f
3 17 3 .18 14 3 .21 ;
4 17 5 .29 15 10 .67% |
5 17 1 . 06 14 3 .21 §
6 17 7 .41 15 6 .40
7 17 5 .29 15 9 .60
8 17 1 .06 14 3 .21
Series VI 1 17 ] .00 15 ] .00
2 17 ] .00 15 ] .00
3 17 15 .88 15 3 . 20%
4 17 1 .06 14 2 .14
5 17 1 . 06 .15 8 . 53%
6 17 4 .24 15 6 . 40
7 17 3 .18 14 4 .29
8 17 1 .06 .14 1 .07
Series VII 1 17 1 .06 14 3 .21
2 17 ] .00 15 4 . 27*
3 17 1 .06 15 2 .13
4 17 0 .00 15 ] . 00
5 17 2 .12 15 ] . 00
6 17 ] .00 15 ] . 00
7 17 ] . 00 15 2 .13
8 17 14 .82 15 10 .67
. Series VIII 1 17 ] .00 15 1 .07
2 17 2 .12 14 1 .07
3 17 ] .00 15 ] . 00
4 17 ] .00 15 0 . 00
5 16 ] .00 14 ] . 00
6 17 ] .00 14 ] . 00
7 17 ] .00 15 6 . 40%
8 16 ] .00 15 ] .00
% ¢ .05, two~tailed test
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However on a signs test, the differences between nurse visited and control
on the number of items passed is not significant. Because of this find-

ing, these two control groups have been combined into a single population

for all other analyses of the data and for assignment to second year groups.

Susmary

Generally the results concerning our first objective, that the use
of disadvantaged women as Parent Educators of indigent mothers of infants
and young children would enhance the development of these infants, support
that it has been achieved. The children whose mothers were in the project
feor the totnl length of time are superior at one year of life on both
Series tests and Griffiths Scales, and at the end of two years om series
perfermamce. Children iholo mothers received paremt education im the
llecond year are superior to those whose mothers received no such infor—
mation. The children of méthers who were li-pli visited and observed
periodically, but who received no information, did not perferm any dif-
feremtly than children who were mot visited at all. The nature of the
eurricelun, insofar as the series material and the nontheoretical materials
are concerned, did not seem to matter in this early phase of 1ife. The
~ome hypethesis which was not supported was that children whose mothers
were in the project in the first year would be better than those who
received home visits only the second year, and better than control chil-
dren at the second year point.

Although we will discuss implications at length in the last ch;pter,
8 brief statement seems appropriate here. What do these findings mean?
If we recall that we were dealing with mothers who entered the project

with low self-esteem and with feelings of external orientation, who in

i
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actuality were visited only about two-thirds of the time for which they

were scheduled, and this was simply once a week, who received no additional
{

incentives or support for the life situation, whose children were ill at |

least ten percent of the time, the results are very positive. Changes

were wrought with minimal intervention and minimal support. The failure

to confirm our expectation of "first year only" raises doubts as to
iaintenance of change. Ve have already seen in numerous compensatory
programs that change is not maintained. The longitudinal study of these
children, now underway, will allow us to explore that 1s§ue in more depth. |
Here we can only say that the use of Parent Educators drawn from disad-
vantaged populations, who received only a month or so of concentrated
training and relatively little supervision, were able to perform their
Job, maintain contact with mothers, and bring QSOut some measurable dif-

ferences in the children.

! Results in Relation to the Second Objective

The second objective of the program was to bring about a change in
the mother's perception of herself and in her language behavior. We
reported earlier that mothers entered our project with generally low
self-esteem and with generally more external orientations than did some
other populations who have been studied with the same measures, Given

s minimal intervention program such as this, could change be brought

about? Our hope was that tﬁrough participation in the program a mother

would learn to work with her child and would be able to see her child

develop, which would lead to growth in her self-esteem and in her feelings |

that she had more control over her environment.
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Hypothesis 6 was that mothers who received instruction in the pro-

gram would have higher expectancy of internal control than those who did
not receive instruction. We were able to test this hypothesis on those
mothers who entered the program beginning in the summer of 1967 and whose
babies reached one year of age in the summer and fall of 1968. There
were 26 experimental mothers on whom wé had two Social Reaction Inven-
t;riu, one when the baby was three months of age and a second when

the baby was twelve months of age, and 24 contrél mothers who met the
same condition., In order to allow for the difference in 'prete-t means,

we performed a two-way analysis of variance with repeated means to test
whether or not the movement of the experimeatal mothers toward more
intergnl control might be attributed to the treatmeat. Table 3,32 pre-
sents both the means and the analysis of nri'nc.e information. The dats
indicate that the experimental mothers at the cempletion of 9 p-th of
instruction had moved toward a more intermal orlientatlol. The interactiea
effect indicates that the amownt of mevement of the experimentals cempared
te the mevameat of the contrels cammet be attributed to chamce. An P of
3.12 is sigaificant at the .05 level en the ome-tailed test which fits

out hypothesis. BHypothesis 6 is comfiried. .The program does have an

" effect on the internal orientation of mothers in the ﬁrlt year,

Bypothesis 7. We had two language hypotheses. Hypothesis 7 was that
the langumage codes of the mother would be affected, and 9 that the para-
linguistic language behavior of the mother woulgl be 1nfluew@ by parti-
c‘iptmi. We are not able to report the language code data at this time.

All of the preliminary work has been done and our problems are in computer

programming and data analysis, We will render a supplementary report on
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TABLE 3. 32

Analysis of Variance, SRI Score by Treatment Group

Group Pre Means 'Post Means Marginal Means i
Experimental (N=30) 10.46 8.69 9.58 ,
Control (N=26) 9.87 9.67 9.77 |
Marginal 10.18 9.16
Source of Variation Sum Square. DF Mean Squares F
Between Subjects 49 ' |

A. Between Groups .94 1 .94 .04
Subjects Within ;
Groups 1117.68 48 24.53  5.00 |
Within Subjects 50
B. Pre-Post 24.41 1 24.41
AB Interaction 15.21 1 15.21 3.12%

BX Subject Within
Groups ‘ 234.29 40 4.88

this particular hypothesis. Dr. Norman Markel of the Communication Sciences
Laboratory has been amalyring these data and will write the supplementary

report for Hypothesis 7.

&pothenl 8 was that mothers who were educated in the series would

have higher feelings of self-esteem than those who were not instructed.
The same two-way analysis of variance design was used to test this hy po-

thesis as that used to test Hypothesis 6. Tables 3.32 through 3.36 pre-

sent the data. Unlike the case of internal orientation hypothesis, this




144

hypothesis was not supported. Involvement in the program for the 9-month

period of time for the experimental mothers who joined the program in

June, 1967, did not affect their self-reports of self-esteenm.

TABLE 3.33

Analy . - of Variance, Autonomy Factor of How I See
Myself Scale by Treatment Group

—— —
——— e ————

Group Pre Means Post Means Marginal Means
Experimental (N=30) 23.13 22.67 22.90
Control (N=26) 23.34 24.88 24.11
Marginal 23.23 23.70
Source of
Variatioa Sum Squares or Mean Squares 4
Between Subjects 55

A. Between Groups 41.13 1 41.13 1.14
Subjects Within
Groups 1950. 71 54 36.12
Within Subjects 55
B. Pre-Post 7.94 1 7.94 .64
AR Interaction 28, 06 1 28. 06 2.26

BX Subject Within
Groups 669. 96 54 12.41
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TABLT 3. 34
Amlysis of Variance, Interpersonal Adequacy Factor
of How 1 See Myself Scale by Treatment Group
Group Pre Means Post Means Marginal Means
Experimental (N=30) 58.43 57.57 58.00
Control (N=26) 64. 77 62.65 63.71
Marginal 61.37 59.93
Source of Variatioa Sum Squares ) 4 Mean Squares r
Between Subjects L1
A. Betweea Grougps 908. 73 1 908. 73 4.13%
Subjects Within
Groups 11872.19 54 219, 86
Within Subjects 56
B. Pre-Post 61.81 1 61.81 1.05
AB Interaction 10. 77 1 10. 77 .18
EX Subject Within
Groups 669, 96 54 12.41

* fé.os, tvo-tailed test
nble\3.34 indicates that there was a significant difference between
i ., th; control tnd the experimental mothers ;t entr‘y' point in their feeling
of Interpersomal Adequacy, the experimental group being significantly
lower. Neither changed markedly durimg the 9-month interval, so that
the experimental mothers still report relatively low self-estimates. The

same phenomenor is present in relatiom to estimates of Physical Appearance

(Table 3.33). That is, the control mothers rated themselves higher at
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both beginning and end than did the experimental mothers. Table 3.36
indicates that both the experimental and control mothers combined
reported significantly more favorably attitudes toward self in relation
to teachers and school at the time their children were 12 months old
than they had when the children were 3 months old. However, the inter-
action effect is not significant so that the gains of the experimental

mothers did not exceed that of the control mothers.

TABLE 3.35

Analysis of Variance, Physical Appearance Factor of
How I See Myself Scale by Treatment Group

— /  ————/————— ———  ——  ——— -_——— e ——
Group - Pre Means Post Means Merginal Means
Experimental (N=30) 23.10 23.43 2.27
Control (N=26) 26.77 27.88 27.32
Marginal 24.80 25.50
Source of Variation Sum Squares DF Mean Squares F
Between Subjects 55
A. Between Groups 459. 23 1 459.23 7.88%
Subjects Within
Groups 3147.69 54 58.29
Within Subjects 56
'B. Pre-Post 14.61 1 14.61 . 80
AB Interaction 4,26 1 4,26 .23

BX Subject Within
Groups §83.69 54 18,22

* ;ﬁ¢:.01, two-tailed test
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TABLE 3.36

Analysis of Variance, Teacher-School Factor of -
How I See Myself Scale by Treatment Group

Group Pre Means Post Means Marginal Means
Experimental (N=30) 21.73 22,53 22,13
Control (N=26) 21.35 23,77 22.56
Marginal 21.55 23.11
Sosurce of Variation Sum Squares DF Mean Squares F
Between Sgbjects 55

A. Between Groups 5.04 1 5.04 .29
Subjects Within
Groups 940, 26 54 17.41

Within Subjects 56

B. Pre-Post 72.34 1 72.34 6.22%

AB Ianteraction 18,32 1 18,32

BX Subject Within

Groups 627.37 54 11.62

*,é(.OS, two~-taticd test

s

![gpthesis 9 was that mothers who were educated in the Series would

have different voice qualities (pitch, loudness, tempo) than those who
were not. FEarlier work by Markel indicated relationships between voice
qualities and personality variables, Our expectation was that mothers
who were iA the experimental group would have a lower pitch, slower

rate, smoother texture, and louder voices. In order to test this hypc

thesis, portable tape recurders were taken into the homes when the childie:
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Vere approximately twelve momths of age, and each mother was asked to
look at several Children's Apperception Test cards and make up a story
to tell the child. Dr. Markel had developed, prior to this project, a
reliable methodology for assessing pitch, loudress, tempo, and texture
and a total of 60 samples were submitted to his coders for blind evalua-
tion. A test tape consisting of the responses of 60 subjects was made.
The 60 voices were dubbed on to the test tape in random order; each
voice was then identified by its test tape number. The test tape was
rated for the voice qualities of pitch, loudness, tempo, and texture.
The verbal labels attached to these scales, respectively, are: LOW-HIGH;
SOFT-LOUD; SLOW-FAST; SMOOTH-ROUGH. These scales for pitch, loudness,
sad tempo were anchored by having a verbal label for each of 5 scale
positions. For example, the scale for pitch was: very LOW, somewhat
LOW, average, somewhat HIGH, very HIGH. The scale positions were also
numbered from 1 to 5, and the raters used these numbers to indicate
their ratings. The scale for texture had 7 positions as a result of
adding a "quiet” category on each side of the middle position.

The raters were college students, with no special training in
linguistics. They were trained to rate the voice qualities from train-
ing tapes for these qualities developed by Markel. For the qualities
of pitch, tempo, and texture there were 7 raters for the quality, of
loudness there were 9 raters. A total of eight hours were used for
training and rating.

The reliability of the raters was estimated by the method developed
by Ebel, and specifically followed tﬁe procedures described by Gilford

(1954). The inter-rater reliabilities for the 4 qualities were as

follows: pitch .91; loudness .92; tempo .88; texture .90.
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The scores were translated into standard scores, with a mean of 50

and a standard deviation of 10. Table 3.37 presents the data.

TABLE 3.37

Means and Standard Deviations on Paralinguistic Measures

Grggps

Variables Experimental (N=29) Control (N=31)

E) + E/C C/E, C/C

X SD X SD
Pitch 48,52 9,21 51.38 8.23
Loudness 50. 25 7.93 49,75 8.22
Tempo 48,57 7.41 51.24 7.57
Texture 48,73 7.42 51.19 8.11

Although there were no significant differences between the groups
on any of these paralinguistic measures, the experimental mothers were
softer in pitch, louder, slower in tempo, and smoother im texture. This
suggests that the paralinguistic technique can be used for this type of
research, that the measures can be scored reliably, and that it does

indicate trends in the expected direction.

Summa ry

The data relating to the second objective indicate that only in the
case of influencing the belief in intermai versus external control were
we successful in changing the mothers' views of themselves in any signi-
ficant fashion. A program of intervention as limited as this one, which
does not affect the total life conditions, probably could not be expected

to make shifts in such a fundamental attitude as self-esteem. It may be
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that belief in internal-external control is a more peripheral, situational
variable and thus more amenable to change. It is important to know, how-
ever, that even though the mother's attitude did not change, her behavior
toward her infant changed sufficiently to imfluence his growth. Anecdo-
tal information reported at the end of this chapter will also indicate
that mothers changed their behavior in several ways as a result of pro-
gram participation. The paralinguistic measure also offers some support
for change.

Further, the type of measure of the dependent variable of self-esteen,
a self-report scale, may not have been a powerful enough instrument to
detect whatever changes might have occurred. Nevertheless, it was the
only instrument at our disposal, and scores on it indicate a lack of
movement. On the theoretical side, some clinicians have suggested that
changes in attitude must precede changes in behavior. Our data suggest
that we brought about behavioral changes, but that if there were attitude
changes, we were unable to measure them effectively. We cannot say that
behavior changes precede attitude changes, but our data suggests this
as a strong possibility.

When we entered this project, we realized that attempting to change
a mother would be a rather difficult thing to do. We have demonstrated
that mothers can learn,

The “critical period” hypothesis is that there is an optimum time
for learning particular skills or attitudes. Most often the position
1s.taken that it 18 too late for the adult to learn. We do not believe

so, and focused on the mother as learner. Our aim, of course, was to

influence child development, but our strategy was to do this by changing
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the mother and the way she related to her infant. In effect, we went at
it the hard way. Our data on infants suggests that mothers did learn
and that their infants profited even though our maternal measures do not
show substantial personality change.
Results Relating to Interaction Between
First and Second Objectives

Hypothesis 10 was that there would be positive ccorrelation between

the mother's expectancy of internal control measured when her baby was

six months old and the developmental level of the baby at year one and
year two for those receiving instruction. Our reasoning was that mothers
who felt they had more control over their environments might provide the
type of setting for the child wkich would encourage him, and might pro-
vide him with opportunities for performing in a superior fashion to those
whose mothers felt they were mere victims of chance and fate. We figured
that a mother who saw or felt that she made a difference would take parent
education more seriously, be more likely to use what she was learning more
systematically, and be more likely to encourage the child to learn. In
order to use the series materials as a measure of developmental level,

we Simply scored the number of items that a child passed in the same

way one might score any test., The varying population numbers for groups
on Table 3,38 reflect the fact that we were able to test some children

on the "Griffiths Mental Developmental Scale” when we were not able to

secure series mecsures on them within the few weeks time span around the

child's twelve-month birthday which we allotted for testing.
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TABLE 3.38

Relationships Between Maternal Expectancy of
Internal Control and Child Performan:e

p———————— — — ————
— — —

.&

Group and Variable X SD r

1y + E/C (N=48)

¢ Month SRI 10. 81 3.46

12 Month Series 11. 06 4.23 - 04 |

1 (N=21) 5
|

¢ Month SRI 10.67 3.17

12 Month Series 16.52 3.90 -.41%

I, Bayley (N=23)

Hental 83. 22 11,83 -.21
Motor 99,39 17.30 -.17
6 Month SRI 9,96 3.62

>

1 + E/C (N=53)

¢ Month SRI 10,91 3.58

General Quotient 110,94 18.26 .02
locomotor 121,07 23. 54 .01
Personal-Social 107,48 17.08 .00
llearing & Speech 102,51 20.63 .06
Eye & Hand 112, 72 18.75 .00
Performance 110.85 20,88 .07

* .05 </>.10
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The data on Table 3.38 indicate that generally the hypothesis must

be rejected. The only correlation which approaches significance is that

for the experimental group of 21 children. The correlation is in the
right direction, because high scores on the SRI reflect an external belief.

Hypothesis 11 was that there would be & positive correlation between

the mother's expectancy of internal control measured when her baby was
six months old and the amount of verbal activity of the mother. We used
the verbal interaction measure described in the earlier section of this
report in relation to the family situation to assess Eypéthesis 11. This
hypothesis was based on a similar notion to that of Hypothesis 10. That
is, we hypothesized the mother who possessed a lower (more positive)
score would be more likely to interact and attempt to stimulate her

baby and exert control or influence than would & mother who felt more
passive about manipulating her enviromment. In Hypothesis 10 we did not
investigate directly the relationship between mate;ngl behavior and mater-
nal attitude, rejected in behavior, would influence performance of the
child. Here we attempted a more direct measure between maternal attitude

and observed behavior; It will be recalled from our previous discussion

that our measure of verbal interaction is very gross, and does not indi-
cate the actual verbal frequency in the home, but merely scores the pre-
sence of certain types of verbal Lehavior at each home visit. There were
57 families on whom we had six month SRI scores on the mother and a mini-
mum of 17 home visits in the first year. These mothers were in the ori-
ginal experimental groups consisting of those who stayed experimental in

the second year (Ej) and those who were randomly assigned to a control

condition in the second year (E/C). In spite of the crude measure of
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verbal behavior, the relationship between the SRI score and the verbal
means of mothers and adults as shown in Table 3.39 is in the expected

direction. Hypothesis 11 is supported, although the correlations are

of a low order.

TABL® 3. 39

Relationships Between Mother's Expectancy of Internal
Control and Observed Verbal Behavior (N=57)

= ——  —_— = —  — _ — _—— _—— — —

Variables X SD r
SRI at 6 Months 10.89 3.56

Maternal Positive Verbal 6.39 2.50 -.24%
Maternal Negative Verbal .56 .52 -.19
Adult Positive Verbal 8.21 2.02 - . 28%%
Adult Negative Verbal .80 .67 -.21%

Total Verbal

Attitude Index .55 .24 -.21%

* 05> 2>.10
** 2 .05

Observed Maternal Attitude

The SRI and How I See Myseif Scales are self-reports. We were

concerned as to whether we could estimate how the mother felt about the

project fram her behavior on home visits. We had no direct measure,

-

Y e
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nor did we ask the mother if she used the materials with her child during
the week. We used the items on Table 3.40, which appear on the Parent

Educator Weekly Report (PEWR) as indicative of attitude.1

TABLE 3.40

Items from Weekly Report for Attitude Index

Series Information

A) How did the mothering one react to your instructions?

1. Looked at you while you were talking, and/or asked
questions .

2. Did other things while you were showing her how to do
the exercise (examples of other things: straightened
baby's clothes, looked around the room, did housework)

3. Walked out of the room while you were explaining things

to her .
4, Refused to do an exercise
5. laughed at and/or scoffed at instructions .
6. Other What? .

B) Mothering one's ability to repeat exercises:
1. Could repeat exercises the Parent Educator had explained

to her

2. Could do part of the exercise by herself but needed your
help

3. Covldn't repeat exercises you had explained to her .

D) When the mothering one goes over last weeks' exercises vith
her ckild she:

1. Doesn't know what she's doing .
2. Knows what she's doing .

E) When the mothering one goes over last weeks' exercises with her

child she:

1. Tries them on the child more than once if it doesn't go
well the first time

2, Gets discouraged or is satisfied after doing them once
even if it doesn't go well the first time

3. Does them more than once even if it goes very well the
first time .

1See page 63 of Appendix & for more information on development of this
index.
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Table 3.40 continued

F) How many interruptions were there during training that made the
motnering one stop the exercise for a time?

None s 1 y 2 y 3 , 4
5 , More . -

G) VWhat kinds of interruptions were there?

1. Mothering one had to care for another child .
2. An adult wanted something

3. The phone rang

4. Visitors came

5. The baby had to be fed

6. The baby went to sleep

7. Other

8. Nome

Missed Appointments and Delays

C) How many trips did you make before you got to see the mothering
one for this visit?

D) Did the mothering one leave a message for you on any of the trips?
Yes No

E) When you finally got to see the mothering one:
1. She said nothing about missing her appointment
2. She gave a confusing explanation
3. She gave an understandable explanation

Items A through G on Table 3.40 were completed by the Parent Edu-
cator at the termination of a visit. We reasoned that a mother who
could repeat the exercises, knew what she was doing, watched the Parent
Educator demonstrate, and brooked few interruptions would be considered
as displaying a positive attitude, Further, a mother who missed appoint-
ments for other than illness reasons, or seemed to be avoiding the Parent
Educator would be scored as displaying a negative attitude in addition
to negative behaviors observed during the home visit. The items were

converted into an attitude index so that we could test this index against

other observed behaviors and child performance. The index had as its
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TABLE 3.41

Relationships Between Mother's Change in Orientation
and Child's Performance (N=30)

Variables X SD r

SRI Change (6 mo.-21 mo.) -.07 3.75

Griffiths Gemeral Quotient 113,27 9.68 .10
Locomotor 122,23 15.40 .18
Personal-Social 109.68 8.08 | .03
Hearing & Speech 106.73 15.31 - -.10
Eye & Hand 113,77 8.90 .07
Performance 113.59 15.07 .17
Twelve Month Series 11.03 4,05 -.17
Summary

Our data indicate that we were unable to establish any evidence of
clear relationships between maternal attitude as measured by the Secial
Reaction Inventory and child performance measured either at the 12-month
or 24--pnth point. To some degree, this finding corresponds with a host
of studies on relationshipgﬁ?ttzzgl attitude and child performance. The
problem may be mot only in the particular measures for both mother and
child, or in the case of the classroom, teacher and child, but alse
because sttitude can be implemented threugh a variety of behaviors which
then may be interpreted by children in a variety of fashions. Ouxr aypo-

thesis was that something which might be "“internal” to the mother would

be translated into some action, visible and understandable to the child,
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which would then be internalized by the child and reflected in a cog-
nitive or intellectual action on a test. There are many missing links
and intervening variables in testing such a notion. Although it may be
sound from a general child development théory point of view, we were
obviously mot able to demonstrate it with the type of information avail-
able to us. We were able to show that there is a small but positive
relationship between the mothers attitude and her observed behavier on
& crude measure of verbal activity. Hypothesis 14 will explere whether

that measure of verbal activity observable by the child is reflected

in his performance.
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Additional Hypotheses

Since one of our objectives was to collect information on the
homes, the logical derivative was to see whether differences in home
conditions within the disadvantaged populaﬁion with whom we were working
might contribute to differential performance within the experimental
group. Hypotheses 13, 14 and 17 deal with that type of question. In
order to test hypothesis 13, that situation variables such as density
and crowding, multiple mothering, number of children, marital situation,
mother's education and age, disruption during parent educaéion visits,
and mother's sex role expectation for -the child would not be critical,
we had to adopt several procedures and develop a variety of indices.

The first home variable examined was that of density and crowding.
In the earlier section on results ;elating to family factors we presented
the overall data on density. To test this sub-hypothesis we correlated
the density score with the Griffiths Scales at age one for the experi-
mental groups of both years (E; and E/C and C3). Table 3.42 presents
the data which indicate that for some reason density contributed to
variance within the group for the second experimental group, but did not
do so for the first. The amount of density in the two groups is not
significantly different, nor are the Griffiths Scale scores. There is
only one significant relationship between density and second year child
performance variables and this for a very small group of four control
youngsters on whom we had both sets of information. (Table 3.43)

Generally, with the one noted exception, the hypothesis that there will

be no difference in child performance as a function of density and crowd-

ing is sustained.

e .
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Rfclationships Between Child Performance on the
"Griffiths Mental Development Scale” and

Density of Home Conditions

——

Groups and
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Variables X SD r to Density
E} + E/C (N=61)

Density 1.20 G3
General Quotient 112,31 10, 27
Locomotor 123.06 18.18 -.15
Personal-Social 109.3i 9.41 -.13
Hearing & Speech 102,97 14.66 -.11
Eye & Hand 113.82 11,02 -.15
Performance 112,33 14.18 .03
Ez + C3 (N=26)

Deqsity 1.42 .65
General Quotient 108. 46 3.59 -.0l%
Locomotor 118. 82 18. 88 -.37A
Personal-Social 109, 94 7.46 -.42%
Hearing & Speech 97.90 13.42 -.51% ?
Eye & Hand 110. 82 10.49 -.09
Performance 103. 78 12.00 -.37A

A A< .10

¥ A< 05
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TABLE 3,43
Relationships Between Child Performance :
at 2 Yecars of Age and Density of
iiome Conditions
Groups and
Variables X SD r to Density
E; (N=23)
Density 1,15 .63
Bayley Mental 89.96 11. 24 .22
Motor 100. 87 16.43 .15
Task Orientation 23.61 9,27 .23 ;
24 Month Series 17.43 4.51 .00
E/C (N=24)
Density 1.22 .57
Bayley Mental 79. 83 12,02 .07 |
Motor 95.25 26.53 .11
Task Orientation 23.33 7.45 -.07
24 Month Series 15.58 4.53 -.04
C/E (N=14)
Density 1.11 .65
Bayley Mental 88. 21 10.48 .19
Motor 97.14 31.98 .40
Task Orientation 26.93 3.37 .28
24 Month Series 18.13 5.45 .41 |
g
C/C (N=4) |
Density 1.73 .46
Bayley Mental 77.50 3.28 .60
Motor 74.25 43.15 -.95%
Task Orientation 21, 25 1,26 -.82

E
E * P .05
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Table 3.44 presents the information on marital situation and
Griffiths Scale scores. Although there are significant differences
in the (E; + E/C) group, (the original experimental group) and none
for the E; + C3 group (the second experimental), the overall picture
suggests that the children of single mothers generally scored lower
than the children of married mothers or of mothers who had once been
married. There are a total of 36 scores across the three groups.

The children of single mothers do poorest on 33 of the 36 scores. The
three comparisons where this is not true are all in the E; C, group
and are in the Eye-Hand and Locomotor variables. The data on marital
status and performance on the Series at 12 months (Table 3.45) tends
to support the trend found on the Griffiths Scales. The children of
single mothers perform less well on five of the six possible compari-

sons. In general, the hypothesis that there will be no differences

because of marital situation is not gsupported. The children of mothers
who are married or who were married seem to have a slight edge on those whose
mothers who were never married.

When we examine the data on Bayley Scale performance in relation
to marital status, (Table 3.46) the picture is not clear. Generally,
in the E; group the children of single mothers are best, as are the
children of single mothers in the C/E group on the motor scale and
task orientation, while in the E/C group the children of married moth-
ers do better than the other two groups of children. The 24 month series
data resemble the 12 month data. That is, on five of the six compari-
sons, the children of single mothers perform poorest (See Table 3.45).

In relation to the second year, the hypothesis is partially supported
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TABLE 3.44
Relationships Between Marital Status of Mother |
and Child Performance on the "Griffiths -
Mental Development Scale'
Status |
Group %7 Married (N=36) Single (N=24) . Other (N=9)
X SD X SD X SD
E; + E/C (N=69)
Griffiths General A |
Quotient 114, 31 10,87 107,04 9.00 115. 22 8.93 |
Locomotor 128, 54 18,54 112.36B 14,05 125.51 14,17 |
Personal- .
Social 110,17 9,85 106, 84 8.77 110. 39 8.73
Hearing & |
Speech 104.86  14.63 95.00% 14.13 |111.90 17.29 |
Eye & Hand 115.45 12.00 110.88 10.18 114.91 7.94 |
Performance 112,56 13.57 109, 73 15.46 113.35 17.19
;
C/E + C/C (N=35) (N=22) (N=9) (N=4) |
General Quotient 110. 00 8.95 |101.80B 8.75 |106.50 11.59 |
Locomotor 120.95 17,01 113.16 19,95 125.59 8.40 ?
Personal-
Social 107,83 10.46 104.47 7.59 105.62 7.80
3 Hearing &
Speech 98.65 13,73 86, 89 17.96 96. 78 2.26
Eye & Hand 111.50 9,89 105. 46 11,09 110, 75 13.50
Performance 110,01 14,17 100,17 12,68 111.16 10.41
E, + C3 (N=36) (N=20) (N=8) (N=8)
General Quotient 109,50 10, 36 107,25 9,78 110,75 8.21
Locomotor 118,58 21.91 118.66 17,78 122,10 16.83
Personal-
Social 108,98 7.20 107,00 11,60 111.89 9,78
Hearing &
Speech 101,08 15. 36 93. 26 13.93 98.27 18.44
Eye & Hand 112,27 14,11 112.42 14,06 112, 26 9.75
Performance 106,57 14,46 103, 36 9,01 108,26 11.55
ALower than married and other,‘/é‘:.os
Biower than married, 2. .05




165
Table 3.45
Child Performance on Series Tests as a Function
of Maternal Marital Status
12 Month Series
Group
Married Single Other
N ‘ X SD N X SD N X SD

E; E/C 30 11.70 3.93 23 10.69 4.57 8 10.50 4.84
c/c C/E 19 9.74 3.87 11 8.00 2,93 4 13.75 6.13

Ey Cj 19 11.37 4.73 6 6.67 3.72 8 11.37 2.77

24 Month Series

E, 14 17.79 4.89 8 16.25 3.69 3 20.67 4.93
E/C 13 14.77 4.49 10 15.90 4.68 5 18.00 4.06
C/E 9 18.22 5.47 4 16.25 5.19 3 21.33 6.65
c/c 4 11.50 2.38 2 11.00 7.07 1 18.00 .00

that maritzl sctatus does not influence child performance as measured by
the Bayley scales, but does influence series performance.

When age, number of years of schooling, and number of children are
examined, (See Table 3.47 and 3.48) rarely is there a significant relation-
ship between any one of these three variables and either Griffiths Scales
or 12 month series performance. The only significant relationships exist

among these three variables themselves: the younger the mother, the more

years of schooling, and the older the mother, as one would expect, the




TABLL 3..¢

Relationships Between Marital Status of
Mother and Child Performance on the
Bayley Scales
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Status
Group Married (N=14) Single (N=8) Other (N=3)
X SD X SD X SD

El (N=25)

Mental 82,50 10, 77 89,75 13.31 86.67 1,53
Motor 97.14 19.58 104,12 8.53 113,00 5.00
Task Orientation 23.92 6.45 28.14 5.27 27,00 1,73
E/C (N=27) (N=14) (N=10) (N=4)
Mental 83.50 14,24 72, 20 8.29 78,25 8.69
Motor 105.71 16.57 87.11 17,41 97,00 5.48
Task Orientation 26,64 5.23 20,78 4.60 23.25 4,65
C/E (N=15) (N=15) (N=3) (N=3)
Mental 89, 78 8.30 82.67 15.30 92,33 14.98
Motor 107.44 20,78 109. 00 18,38 96, 33 8.14

Task Orientation

26,44 3.36

29,33 5.13

27,00 1,73
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TABLL 3.47

Means and Standard Deviations, katernal Variables
and Child Performance Variables at Age One

|

————

Ey + E/C (N=49) C/E (N=23) C/C (N=24) E, + Cq (N=10)
Variatbtles X SD X SD X SD X SD
Age 25.90 8.41 25.70 10.73 26.62 9.12 22.70 3.6l
Years of

Education 10.45 1.57 10.00 2.06 10.33 1.82 10.40 1.96
No. of Chil-

dren 3.25 2.09 2.95 2.25 5.17 5.37 2.50 1.7%
General

Quotient 111.33 10.55 107.48 10.36 197.63 10.50 111.20 8.47
Locomotor 121.98 17.14 118.18 18.00 119.68 16.78 123.72 20.91
Personal-

Social 109.12 9.88 107.06 10.16 104.75 10.09 111,71 8.68
Hearing &

Speech 101.44 15.22 95.44 15,57 95.34 16.41 97.53 12.92
Eye & Hand 113.19 11.08 109.87 ¢.82 107.65 10.63 109.52 10.13
Performance 110.35 13.77 107.77 12.24 110.48 13.33 111.10 11.38
12 Month Series] 10.93 4.07 10.89 4.56% 10.50 3.93 13.20 3.52

* On smaller N of 19
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more children she has. The cycle is completed in that the more children
the mother has, the less years of schooling she hes had. The pattern is

the same on the 24 month data. The sub-hypothesis is thus sustained.

Number of children, age of mother, and aumber of years of mother's formal
education do not contribute to child differences in performance at either
a4ge one or age two within any treatment group.

In discussing question eight, we noted that Dr. McCaulley's EME scale
indicated no major differences in expectations for ideal male and female
infants related to the age of the mother's child, the rncé of the mother
or her parity. We made a decision that the discrepancy between the way
the mother rated her child and her definition of the ideal child would be
used as a measure of socialization. That {is, if the mother felt ghe was
accomplishing her ends, then sghe iight see her child as more closely resem-
bling the ideal. If there was a wide discrepancy between her view of the
ideal and her view of her own infant, this might be taken as an indicator
that she was still hard at work socializing the child to get the infant to
conform to maternal expectation. Admittedly this is an arbitrary operational
definition. Based on it, we were able to divide the girls into two cate-
gories - those whose mothers saw a close resemblance between ideal and her
girl and those whose mothers saw little resemblance. We were able to
divide the boys into three groups: most, middle and least., We then raised
the question whether the discrepancy between ideal and "real" in the mother's
eyes would be related to child performance. Table 3.49 presents the infor-
mation. The only significant difference is that boys in the middle group

score lower than their peers on Hearing-Speech. However, for five of the

six scores, the girls who least resemble their mother's ideal out-score the
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girls who most resemble. However, for the boys, those who most resemble
their mother’'s ideal outscore the least on all scales. Since the size
of the groups are extremely small, the above statement should not be
assigned much generalizing power. Nevertheless, it seems to be in keep-
ing with the Kagan and Moss position on differential socialization and
its effects on achievement. In general, situational and maternal var-
iables except for marital situation and sex-role expectation did not
seem to affect child performance within the group (Table 3.49).

We turn now from demographic information to observed behavior and
situations on home visits. In order to check on multiple mothering and
disruption, we developed indices from the PEWR data. (See pages 68 and
69 of Appendix G) We have already described the attitude and verbal
interaction measures. Table 3.50 and 3.51 present the data on first
year child performance in relation to multiple mothering, disruption,
total number of home visits, number of visits with the mother, and verbal
intzraction. These tables provide the information for hypotheses 13, 14

and 16. In respect to hypothesis 13, across the three first year groups,

the data sustain the hypothesis. Multiple mothering and disruption do

not seem to influence test performance on the Griffiths Scales within
these three treatment groups. The only significant correlations are for
the E; group in which multiple mothering is negatively related to loco-
motor score and disruption negatively related to Hearing-Speech. In the
case of children on whom we had two year performance on the Bayley Scales,
(See Table 3.52 and 3.53) there are no significant correlations between

multiple mothering or disruption and Bayley Scale performance. The sub-

hypothesis is thus sustained.
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TABLE 3.50

Means and Standard Deviations on PEWR Variables i
- and Child Performance at Age One

:
Groups §
Variables §
[E} + E/C (N=75) Eg (N=15) - Ca (N=19) §
X SD X SD X SD_ !
|
1. ~No. home visits 25.97 5.42 26.13  6.00 23.79 5.51 f
. |
2. No. mother visits | 20.96 7.96 20.47 8.84 19.68 6.70
3. Multiple mothering - B
index 117 .11 .08 .08 .16 .12
4. Disruption index .20 .48 .24 .29 .36 .48 |
5. Mat. pos. verbal 6.44 2.42 7.23  2.49 8.60 2.35
6. Mat. neg. verbal .57 .54 .67 .63 .60 .36
7. Attitude index .56 .23 .66 .27 .71 .26
8. Adult pos. verbal 8.13 2.23 9.74 2.17 11.44 1.99
9. Adult neg. verbal .80 .68 1.10 .79 1.01 .64
10. Total verbal 8.95 2.77 10.86 2.57 12.47 2.12
11. Griffiths General
Quotient 111.51 10.44 109.80 8.19 110.53 9.41
12. Locomotor 121.96 18.13 | 115.31 17.50 124.82 19,05
13. Persomal-
Social 108.66 9.21 108.55 5.33 111.68 8.67
14. Hearing &
Speech 101,76 15.41 | 101.70 10.63 98.30 17.61
15. Eye & Hand 113.50 10.89 | 113.38 12.77 113.20 11.42
16. Performance 111.50 14.17 | 109.04 12.80 104.61 12.32
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TABLE 3. 51

Significant Correlations, PEWR Variables and the
"Griffiths Mental Development Scale' Score

arigbles

. Home visits
A. E+E/C (N=75) 65 22 27| 25 24
B. Eg (N=15) 45 53
C. C3 (N=19)
2. Mother visits
A -54 60 74
B -49] 49| 80 74
C =-57]| 45| 63 45 | 51 55
3. Mult mother
index
A -40 -54
B -47 -52
C -62 =50
4, Disruption
A 26 32| 42] 42| 36
B -56
C 52
5. Mat, pos. verb.
A 61] 68| 70} 43} 67
B 86 50] 49
C 74 | 59 53 55
6. Mat., neg. verb.
A 29 | 68] 91} 77
B 82
C 65
7. Attitude index
A 24 22
B
C 46 45 49
8. Adult pos. verb.
A 721 99 }] 25 23
B 96
C 95
9. Adult neg. verb,
A 83
B 63
C
* 10. Total verb, X
A 25 22
B
C
N=17, r =22, /.~ .05
N =15, r = <1, # < 05
N=19, r =45, B .05




TABLE 3,82

Means and Standard Deviations, PEWR Variables
in Second Year and Bayley Scores
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- Groups

Variable C/E (N=15) (N=31)
X SD X SD
1. Home visits f 3v.60 6.02 | 34;87 6.34
2. Mother visits | 21.87 14,05 27. 00 11.16

3. Mult. mothering g

index ;.12 .09 .11 .14
4. Disruption index i .48 - .36 ! .51 .55
5. Mat. pos. verb. 5.85 3.33 f 7.21 2. 80
6. Mat. neg. verb. .72 .68 | .86 .61
7. Attitude index .42 .33 .55 .29
8. Adult pos. verb. 11,98 2,28 10.25 1,93
9. Adult neg. verb, 1.61 .90 | 1.38 .77
10. Total verb. 13.59 2.38 11.63 2.35
11. Bayley mental , 88.87 10.42 | 83.61 11.61
12. Motor | 98. 27 31.18 101.13 16. 76
13. Task Orientation  27.13 3.34 23. 29 8.10
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Table 3.53

Significant Correlations, Second Year PEWR
Variables and Bayley Scores

i

[Variables
and Group 2] 314|51[6] 7 |8]9|l0l11j12}{13
1. No. of home E (N=31) 37 - 137 !
visits C/E (N=15) 53
2. Mother visits E -67 71160 71
C/E 93168 63
3. Multiple E -55 -39
mothering C/E
4. Disruption E 48 50
C/E 74 80
5. Maternal verbal E ; 541 72
positive C/E 51{ 76
6. Maternal verbal E 52 79140
negative C/E 63
7. Attitude E
C/E «
8. Adult verbal E 40195
positive C/E 93i52 53
9. Adult verbal E 67 i
negative C/E
10. Total verbal E
C/E 64
(IT. Mental E
C/E
12, Motor E
C/E
3. Task oriented E
C/E

N=31, r=.34, p <.05

N=15, r=.51, p <.05
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Hypothesis 14 was that children in homes with higher levels of verbal

interaction would be more advanced developmentally within treatment groups
over those in homes with lower levels of verbal interaction. Table 3.51
presents the information on the first year, and Table 3.52 on the second
year. The total amount of verbal interaction and the amount of positive
adult verbal interaction contribute to Griffiths Scale performance for
the original experimental group, but not for either the new series group
(E2) or the new other curriculum group (C3). This may be a function of
size of population. The degree of relationship is small, contributing
little to the variance of within-group performance. Nevertheless, if we
recall that our measure is a crude one, the relationships which we find
suggest that with a better measure of verbal interaction in the home we
might more clearly substantiate this hypothesis. As it stands, the find-
ings are mixed and all we can say is that there is some indication favor-
ing non-rejection of the hypothesis,

The second-year data show that for the group who joined the project
as experimental in the second year, there are clear-cut relationships
between performance on the Mental scale of the Bayley scale and total
adult positive verbal behavior and total verbal behavior. When both groups
are combined, the correlation coefficient between total verbal behavior
and mental scores of the Bayley is .24, significant at p«.10. In our dis-
cussion of the Social Reaction Inventory data (hypotheses 10 and 11) we
indicated low positive relationships between an SRI internal orientation
and amount of verbal interaction in the home, although there was no
significant relationship between SRI scores and child performance. Here

we have a slight relationship between verbal interaction and child per-
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formance. Verbal interaction seems to be a possible link, althéugh a
very tenuous one wiih our measures, between a maternal attitude toward
control over one's circumstances and child performance.

The general pattern of interactions among the observed variables in
both the first and second years are what one might expect, that is,
there are high relationships among the verbal measures, and highly verbal
mothers are seen as possessing positive attitudes toward the project. The
correlations between disruption and adult verbal behavior would suggest
that part of the disruption pattern is conversation with other adults.
Although this has been called "disruption," it seems to act to increase
the general language flow in the home, and it ig the general language flow
which relates to child performange. In the case of the EzAgZ:f:;ample,
where there is no significant relationship between aisruption and the
verbal measures, disruption is negatively related to Hearing and Speech
performance.

Obviously, the total climate of the home, both in its verbal and its
other aspects, has not been observed and recorded for analysis in this
project. These Parent Educator Weekly Reports were completed at the
home visit by a paraprofessional who was busy during the home visit
attempting to teach the mother. We would suggest that more ce~eful
analysis of home visit variables would lead to a pattern of variables
related to child performance even within a population supposedly somewhat
homogeneous. The means and standard deviations indicate there is wide
variation even within this group in the verbal flow in the home, the
use of mother substitutes, the amount and type of interrruptions during

parent education sessions, It would be an error to overlook the tremendous

l
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range of individual differences in home life situations within this

population.

Hypothesis 16: We will discuss hypothesis 16 (relationships of number

of home visits to development of mother and child) before hypothesis 15

because the data for 16 are contained on the same set of tables which we
have just beei. examining. There are no significant differences in child
performance which can be attributed to either the number of home visits
made, or to the number of home visits made in which the mother was the

recipient of parent education. Hypothesis 16 must be rejected in respect

to child performance as a function of number of completed visits.
Hypothesis 16 applied to mothers as well as children. We therefore
correlated change scores on HISM and the SRI with total number of visits
and number of visits with the mpfh?r. Table 3.54 presents the data. It
will be noted that change on the four HISM variables was insignificant
from pre to post and further, that what little change existed did not
correlate significantly with either the home visits or the number of
visits to the mother. The movement of the SRI to a more internal orien-
tation (See hypothesis 6) was unrelated to the number of home visits.

Hypothesis 15 was that girls would be more advanced than boys within

treatment groups. Here we were simply taking the best guess ﬁe could

from the general child development literature. Table 3.54, which presents
means and standard deviations on Griffiths Scale performance for all groups,
and Table 3.55, which presents Bayley Scale data contain no support for

this hypothesis. Although there are no differences on scores wichin groups

on the Griffiths Scales, Lally (1969) found that there was a significant

interaction effect on the Locomotor Scale. Control boys outpertormed
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TABLE 3.54

Means, Standard Deviations, and Correlations,
Maternal Variables and Home Visits

Home Visits
Visits With
- Mother
X SD . r T
HISM: Autonomy - .46 4.40 .13 .39
Interpersonal .
Adequacy - .42 9.55 .28 .34
Physical
Appearance .67 5.37 .11 .25
Teacher-
School .71 4.70 .23 -.16
SRI - 1.42 3.44 16 .06
i
Number ?
Home Visits 25.79 6.31 ‘
|
Number

Visits with
Mother 20.42 8.40
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TABLE 3.55

Means and Standard Deviations on the Bayley Scales
by Sex and Treatment Group

Experimental both years (Ej)

Group Male (N=11) Female (N=14)

X SD X SD
Mental 79.63 9.31 . 98. 79 10.14
Motor 95.72 18.87 105.64 11.13
Task Orientation 24,00 5.34 23.21 10. 89

Experimental first year only (E/C)

Male (N=18) Female (N=13)
X SD X SD
Mental 79.50 .13.21 81.15 13.69
Motor 91.44 27.02 103. 38 17,82
Task Orientation 23.61 7.10 23. 54 6.06

Experimental second year (C/E)

Male (N=8) Female (N=7)
X SD X SD
Mental 92.5 7.75 84.71 11.47
Motor 104.63 14.84 91.00 41.62
Task Orientation 27.25 4,35 27.00 1,51

Control (C/C)

Male (N=9) Female (N=17)
X SD X Nl .
Mental 82.00 7.80 87.46 15.95
Motor 164.33 13.10 101. 76 23,80
Task Orientation 25.00 3.27 25.82 4.7%5
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experimental boys, and experimental girls not only were significantly
better than the control girls, but also these were superior to the
experimental boys. When series scores are used as a criteria, girls
are not more developmentally advanced within the treatment groups
than are boys. Tables 3.56 - 3.63 present the series data. The

hypothesis was not confirmed.

Hypothesis 17 was that children who were reported more often as

i1l would make less progress than those least reported ill. See Table
364 for illness means and standard deviations. Table 3.£5 presents

the correlations between Griffiths Scale means, Bayley Scale means and

the illness means for the tnree groups on which we had all these measures.

Hypothesis 17 must be rejected. On the measures we had, we could deter-

mine no relationship between illness and test performance,
Summary

In general, there is no clear-cut pattern of relationship between
demographic and observed home visit variables with the test perrorwance

of infants. There is some slight tendency for amount of verbal inter-

action to influence Griffiths Hearing-Speech scores and Bayley mental
scores; there are some indications that the married or formerly married |
mother provides something that influences child performance at age ane,

but is not consistent fer the experimental group at age two; the gap

between th= mother's sex role expectation for an ideal boy or girl and

her view of her own child, as measured by the EME, relates different!y

to child performance for boys and girls. BReyond these few indicators,

we have not been able to determine from our data what maternal ard loze

factors, 1if an within e¥seciimental groups contribute to the var.ance
’ ’ g

by

of child performance at age one and age two.




T T nemm e v L o Adaltbetblb gt svman e v oo -

182

20°L 1L °801 8% 11 0S°601 6¥°01 €8°L01 18 °PT 1€ "SOT 9oUBWIOFI3d
9101 98 ‘011 LS°8 PE ‘11 2211 29°p11 99°21 $6 “T11 Puey 3 343

8¢ 9¢ ‘06 96 °6 9t ‘68 £€6°€1 S L6 bL ST 90 °201 yoaads
1 Buiaeoy

68V 18 °$01 €2°C1 6% °901 L9 8S°011 8% °8 20°011 181008
. -]8UosI3g
LEET 19°€11 8T°L1 gL 821 26 ‘91 16°811 .19°02 tL°211 J1030WO000]
L2y €8 °S01 66°8 SV °601 6% °L 81°011 I1°01 €2°011 juariond
. - ACLEYS)

as X as X as X as X
(SI=N) arsuag (11=N) atwn (L1=N) oyBuWag (L1=N) 3T%W
40 . m-Ofw x

vE "P1 06°601 L1191 09°201 . 86°PI S0°eI11 6€°C1 82 ‘011 QOUBULXO F X g
1S ‘01 99°601 S6°6 16°011 L2°01 LS EIT . €0°11 Sh'e1t puey 3 a4y

Le°L1 1S °S6 9€ "11 6L 'S6 S0°21 LS°201 LS LT 21°101 yooads
% Buiaesy

GZ°6 96 ‘€01 bb 01 08°901 QL ‘L €0 ‘011 L0°01 65°L01 181008
-18UOSJI3ad

1v°91 19°911 €€ ‘81 02121 eL°L1 1S °$21 61°81 96611 JI030Wo0007
S9°01 SZ°901 6€°6 91 °801 06°6 6L°211 €L°01 0S ‘011 juayiond
) . Texauan

as X as X as X as X
(9€=N) atswayg (S2=N) a1®W _(ee=N) 9t1s8weg (2u=N) a1eN
dnouapn
0/0 + /0 o/3 + g

dnoxn juawlsdx], pus xag 4Aq , 21908 juaudotanaq
TSIUIN BYITFFIID, 3Y3} UO SUOLIBIAI0 PIBPUBIS PUS SUBI

9G°t ATAVL

2 LE;}
D e S S o A ML ¢ A et e Wit 2ok AR sttt et ettt 0 et A e S et e




183

TABLE 3.57

Proportions of Successes, 12 Months Scries,
Original Experimental Group -

Females (N=36) Males (N=45)

ny no p ny no p
Series IV .1 35 9 .26 45 14 .31
2 35 28 .80 ‘ 45 38 .84
3 29 24 .83 31 26 . 84
4 S 28 .80 43 35 .81
S 35 18 .51 42 25 .60
6 29 11 .38 31 11 .35
Series V 1 36 27 .75 45 30 .67
2 36 24 .67 45 31 .69
3 32 10 .31 43 12 .28
4 36 28 .78 45 27 .60
S 36 7 .19 42 20 .48
6 36 12 .33 44 11 .25
7 36 20 .96 45 23 .51
8 36 7 .19 44 13 .30
Series VI 1 36 4 .11 44 2 .05
2 36 0 .00 44 1 .02
3 35 8 .23 39 10 . 26
4 36 8 .22 44 7 .16
S 34 11 .32 44 14 .32
6 36 15 .42 44 18 .41
7 35 16 .46 43 19 .44
8 34 8 .24 38 S .13
Series VII 1 34 10 .29 41 15 .37
2 34 3 .09 42 8 .19
3 35 S .14 42 4 .10
4 33 0 .00 40 3 .08
5 34 1 .03 43 1 .02
6 30 0 .00 41 0 .00
7 34 S .15 41 S .12
3 33 22 .67 12 31 .74
Series VIII 1 34 1 .03 41 0 .00
2 33 5 .15 1 11 .27
3 33 0 .00 41 0 .00
4 34 0 .00 41 1 .02
S 30 0 .00 34 0 .00
6 30 0 .00 36 0 .00
7 33 8 .24 40 9 .23
8 27 3 .11 35 4 .11
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T\iL. .58

Proportions of gsuzcegses on ) hontns sertves, .o Group

Taretes (1=9) liales (N=6)
n " 2 ny no p
Series IV 1 9 o .33 6 2 .33
2 9 6 .67 6 6 1.00
3 9 G .67 6 4 .67
4 0 3 .89 6 6 1.00
5 9 5 . 56 6 6 1.00
6 9 2 .22 6 2 .33
Series V 1 9 8 . 89 6 4 .67
2 9 1 .14 6 4 .67
3 7 0 .0C 6 2 .33
4 S 6 .67 6 4 .67
5 S _ .00 6 2 .33
6 9 3 .33 6 2 .33
7 9 4 .41 6 1 .17
8 9 s .33 6 1 .17
Series V1 1 9 0 .00 6 0 .00
2 9 0 .00 6 0 .00
3 9 4 .14 6 2 - .33
4 9 1 .11 6 0 .00
5 8 0 .00 6 0 .00
6 9 3 .33 6 1 .17
7 9 4 .44 6 4 .67
8 9 3 . 33 6 1 17
Series VII 1 7 1 .14 6 2 .33
2 8 1 .13 6 1 .17
3 8 0 . 00 6 0 .00
4 8 0 .00 6 1 .17
5 8 0 .00 6 0 .00
6 8 0 .00 6 0 .00
7 8 0 .00 6 0 .00
8 8 5 .63 6 3 .50
Series VI1lI 1 3 1 .13 6 0 .00
2 7 o 00 6 1 .17
3 ] 0 .00 6 0 .00
1 t 0 .00 6 1 .17
3} 5 0 .00 5 0 .00
€ G Q .00 5 0 .00
7 ! 2 .28 6 0 .00
[N 3 0 .00 G 1 .17

———— o s

e e cmeew o e - -




TALL, 3.59

Proportions of Succcesses on 12 lLlontihs series, C, Group
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Males (N=10)

Females (N=3)

ny noy P ny no p
Series 1V 1 10 4 .10 3 1 .13
2 10 8 .80 8 6 .75
3 10 8 .80 8 5 .63
1 10 10 1.00 8 6 .75
5 8 7 . 88 8 3 .38
6 10 1 .10 8 1 .13
Series V 1 10 7 .70 8 6 .75
2 10 8 .80 8 7 .88
3 8 0 .00 8 0 .00
4 10 5 .90 8 5 .63
5 10 6 .60 7 1 .14
G 10 4 .40 8 3 .38
7 10 3 .30 8 5 .63
8 10 1 .10 8 2 .25
Series VI 1 10 0 .00 8 0 .00
2 10 0 .00 8 0 .00
3 10 3 .30 8 4 .90
4 10 2 .20 8 2 .25
5 10 3 .30 8 5 .63
6 10 4 .40 8 4 .50
7 10 5 .90 8 3 .38
8 9 2 .22 7 3 .43
Series VII 1 10 5 .50 7 2 .29
2 10 2 .20 8 1 .13
3 10 4 .40 8 1 .13
4 10 1 .10 8 0 .00
S5 10 0 .00 3 0 .00
6 9 0 .00 7 0 .00
7 10 0 .00 8 1 .13
8 9 5 . 56 8 6 .75
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“YAPLL ".60

Proportions of omnecesses, 12 Months serics,
Original Control Group !

Females (N=37) Males (N=32)

i
ny Noy p ny Ny p E

Series IV 1 37 5 .14 32 5 .16
2 37 32 .86 ‘ 32 24 .75

3 33 29 .88 28 21 .75

4 36 25 .69 32 20 .63

5 37 17 .46 31 17 .55

6 33 13 .39 28 9 .32

Series V 1 37 24 .65 32 23 .72
2 35 28 .80 32 20 .63

3 36 6 .17 29 5 .17

4 37 20 .54 32 19 .59

5 36 9 .25 31 5 .16

6 37 17 .46 32 11 .34

7 37 21 .57 32 22 .69

8 36 6 .17 32 5 .16

Series VI 1 37 1 .03 32 1 .03
2 37 1 .03 32 0 .00

3 37 15 .41 32 17 .53

4 36 4 L11 31 4 .13

5 36 14 .39 32 7 .22

6 37 16 .43 32 11 .34

7 36 11 .31 30 10 .33

8 34 3 .09 29 3 .10

Series VII 1 34 6 .18 21 2 .06
2 36 6 .17 32 5 .16

3 36 5 .14 32 5 .16

4 34 1 .03 30 0 .00

5 36 1 .03 32 1 .03

6 34 1 .03 31 0 .00

7 35 2 .06 31 1 .03

8 35 22 .63 30 17 .57

Series VIII 1 32 2 .06 31 0 .00
2 33 6 .18 31 0 .00

3 31 0 .00 29 0 .00

4 34 0 .00 31 0 .00

; 5 26 0 .00 23 0 .00
.i 6 28 0 .00 28 0 .00
7 34 11 .32 31 6 .19

8 29 1 .03 24 0 .00
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TABL: 3.61

Propo+lions of Successes, 24 Months Serics,
Two Year Experimental Children

Males (N=11) Females (N=13)

ny no P ny no P

Series VI 1 11 6 .55 13 5 .38

2 11 5 .45 ' 13 6 .46

3 11 10 .91 13 7 .54

4 10 7 .70 13 10 .77

5 10 7 .70 13 12 .92

6 11 11 1.00 13 12 .92

7 11 4 .36 13 6 .46

8 10 10 1.00 13 13 1.00
Series VII 1 10 5 .50 13 3 .23

2 11 4 .36 13 11 .85

3 11 3 .27 13 4 .31

4 11 5 .45 13 5 .38

5 11 3- .27 13 3 .23

6 11 3 .27 13 1 .08

7 19 4 .40 13 5 .38

8 10 9 .90 13 12 .92 ‘
Series VIII 1 11 2 .18 13 5 .38

2 10 7 .70 13 8 .62

3 10 2 .20 13 1 .08

4 11 3 .27 13 1 .08

5 9 0 .00 11 1 .09

6 9 0 .00 12 0 .00 ‘

7 11 10 .91 13 13 1.00

8 10 2 . 20 13 6 .46

]
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CTABLE .62
Proporiions of Cecedases, 24 honths Sericos, L/C Group
*emales (N=15) Males (N=17)
ny no p ny No P
Scries VI 1 15 6 .40 17 G .35
2 15 5 .33 17 3 .18
3 15 10 .67 17 12 .71
1 15 14 .93 17 14 .82
5 15 12 .80 17 11 .65
6 15 15 1,00 17 12 .71
7 15 8 .93 17 "D .29
8 15 15 1,00 16 11 .69
Series VII 1 15 2 .13 17 4 .24
2 15 10 .67 17 7 .41
3 15 3 .20 17 5 .29
4 15 7 .47 17 S5 .29
5] 15 1 .07 17 4 .24
6 15 0 .00 17 0 .00
7 14 2 .14 17 3 .18
8 15 14 .93 17 14 .82
Series VIII 1 15 3 .20 17 2 .12
2 15 12 .80 17 10 .59
3 14 0 .00 17 2 .12
4 15 0 .00 17 1 . 06
5 14 0 .00 15 0 .00
6 14 0 .00 17 2 .12
7 15 13 . 87 17 16 .94
8 13 5] .38 17 3 .18




189

~TABL:E .63
Proportions of Successes, 24 Lonths beries, C/f Group
Males ([1:=9) . Ferales (N=R)
nl No P n]_ nz P
Series VI 1 9 2 .22 8 3 .38
2 9 3 .33 8 3 .38
3 9 6 .67 8 7 .88
4 9 8 .89 8 7 .88
5 9 7 .78 8 6 .75
6 9 8 .89 8 8 1.00
7 9 5 .56 8 "4 .50
8 9 9 1,00 8 8 1.00
Series VII 1 9 3 .33 8 5 .63
2 9 5 .56 8 6 .75
3 9 2 .22 8 4 .50
4 9 5 . 56 8 4 .50
5 9 1 .11 8 3 .38
6 9 2 .22 8 2 .25
7 9 4 .44 8 3 .38
8 9 7 .78 8 7 .88
Series VIII 1 9 4 .44 8 3 .38
2 9 6 .67 8 7 .88
3 9 1 .11 7 0 .00
4 9 0 .00 8 2 .25
5 8 0 .00 7 0 .00
6 9 0 .00 8 0 .00
7 9 8 .89 8 8 1.00
8 9 3 .33 8 5 .63
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TABLE 3.64

Proportions of Successes, 24 Monihs Series, Control Group
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Maies (N=190)

Females (N=17)

ny N, p ny no p

Series VI 1 10 4 .40 17 % .24
2 10 3 .30 17 7 .41

3 10 10 1.00 17 13 .76

4 10 6 .60 17 15 .88

5 10 6 .60 16 11 .69

6 10 9 .90 17 14 .82

7 10 4 .40 17 11 .65

8 9 8 .89 16 13 . 81

Series VII 1 10 2 .20 17 6 .35
2 10 6 .60 17 9 .53

3 10 4 .40 17 4 .24

4 10 3 .30 i6 3 .19

5 10 1 .10 17 1 .06

G 10 0 .00 16 0 .00

7 10 2 .20 17 2 .12

8 10 8 .80 17 13 .76

Series VIII 1 10 6 .60 17 5 .29
2 10 7 .70 17 11 .€5

3 10 1 .10 17 4 .24

4 10 1 .10 17 2 .12

5 10 0 .00 15 0 .00

6 9 1 .11 17 0 .00

7 10 8 .80 7 15 .88

8 9 1 11 16 7 .41
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TABLE 3.65
Relationship Between Infant Illness and
Test Performancex*
1‘?
Ey (N=32) E/C (N=29) ’ C/E (N=21)

Variable ,

i X SD r X SD r X SD r
Griffiths 1Q 110.44 10,39 .10 112,31 11,20 -.16 108.57 .9.76 ~.16
Locomotor 118.45 15.66 .26 127,01 17.43 -.26 121.32 16.32 -,.28
Personal- T

Social -08,54 9,75 .14 108.20 10.73 -,04 107.52 10.51 -,05
Hearing &

Speech 101.67 14,75 -.09 100.06 15.16 -,04 96.19 14.55 .22
Eye & Hand 112.69 10,33 -.09 115.32 11,78 -,04 110.€0 10,04 -,29
Performence 110.22 14.49 .14 110.56 12,97 -.24 109.00 12.18 ~.14
Bayley Mental 84.37 11.75‘ -,03 80.55 13.89 -.26 87.76 9.62 .26
Motor 104,81 16,90 .08 96.79 25.51 -.04 103.33 28.35 -.07
Task Orien-

tation 22,78 9,11 -~-,05 23.72 6,83 .26 27.00 3.38 -.19

*See Table 3.8 for Illness means and standard deviations.
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Parent Educators' Perceptiong of the Project
In order to supplement the statistical information, we asked
each of the Parent Educators who had worked with the families who
had been in the project for the two-year span (El) a set of questions.
Two interviewers, one a white anthropology graduste student who had
very good rapport, Mrs. Jowaisis, and the other a Negro psychiatric
nurse working on a déétorate in education, who was very well accepted
by the group, Miss Bessent, conducted the tape-recorded open-ended
interviews. Four areas were covered: 1. What Parent Educators saw
as changes in the fawilies; 2. What changes they saw in themselves;
3. Wwhat they liked most about the project; 4. What they liked least.
The tapes were transcribed, and the following statements were extracted.
1. Effect on families
A. On the parents
B. On the other ~hildren
C. On the baby
2. Personal changes
A. In dealing with own children
B. In competence and self-esteem
C. In aspirations for self
D. 1In s&cial concerns, child development knowledge
E. General education
F. Other

3. Liked most

4. Liked least
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>Effect on Families

0 On the r-.ents
Mother changed: at first too afraid to talk with Parent Educator,
isolated and never went out, took no interest in appearance - stringy
hair, neglected self - lost hope look - changed to combing hair,
paying attention to appearance, went out, wore hair ribbon sometimes,
kept children cleaner, neater, also. Became at ease with Parent
Educator and even welcomed some project visitors and was at ease.

Tongue-tied father was referred to possible corrective agencies in
community.

Tongue-tied father participated in sessions and was very enthusiastic
over progress of his child.

Mother's fears that her children would be taken away were allayed as
she gained confidence in her ability to take care of them (own family
was split up by welfare authorities, she felt).

Some fathers made toys such as blocks.

"Family" group trained when father could be off from work for a day.

Mother's childrearing practices altered by suggestions from Parent
Educator in handling sibling rivalry.

t.) Mothering style changed: persuasion, reason rather than order, yell.

Mothers saw progress of child, became interested and put child before
housework.

Mother changed and became interested in child's activities.
Parents began to pay more attention to kids.

Knowledge of how to train children, what to teach them, how to teach
with materials, toys, books, etc.

Mother learned to exercise baby, interact with hin.
Knowledge of kids' abilities, problems.

Parent interest in helping kids learn.

Information passed on to relatives, friends.

Families see changes in their children and babies and tell others of
their friends about the progress made.

Change in attitude toward kids from nuisance to pleasure.
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Increased appreciation of and interest in child.

Mothers felt Parent Educator was company, felt less isolated, more
valued as persons because of these visits.

Mother was susceptible to new ideas and '"'blossomed out."
Mothers more conscious of kids' needs - more aware of what kids doing.
Buy educational toys now.

Family bought toys to help child learn more difficult versions of
a series exercise.

Put kids before housekeeping work.
Mother worked with baby, took pleasure in his response.
Mother "'just a different person.”
Effects disseminate - move outward from a family center.

Mother sees improvement, progress of one child and begins to work
with others in the family, too.

Parent Educator was company for mother, diminishing her isolation a bit.
Mother asks personal auvice, counsel of Parent Educator.

Mother concerned about test results on child, anxious to show Parent
Educator what he had learned to master since last visit.

Family - saw child improve, learn new things.
Parents became more competent, more interested with children.

On the other children

Other kids: very much interested in exercises, games, in what teaching
the experimental child, whether older or younger.

Kindergartner became interested in going to school - saw as impcrtant for
Parent Educator to come all the way to his house to work with a baby.

Older children learn to help younger ones with Parent Educator materials
especially when mother sick, pregnant and unable to do so.

Older kids curious, wanted to watch, to participate in parent education
session.

Other children interested? Yes, very much so.
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Two older children went back to high school, one now graduating when
saw Parent Educator work with little brother - decided they could do
well in school, too.

Parent helped older children with school work.

Children helped each other more, especially older helped younger.

Older kids listened, asked questions.

Mothers expressed increased interest in older children via reading
to them, spending time with them, talking to them.

Older kids read books while parent education <ession going on.

Older kids learned the series tasks being taught a younger one in family.
Younger kids in family mastered series tasks.

Older kids read books Parent Educators bring for sessions.

Parent Educator often supplies toys, materials to occupy older children
while sessions going on.

Three older sisters wanted to joih in Parent Educator instruction.

Sisters learning to respect property, rights of one another - to share
and not to grab.

Younger sister played "hiding” games - older sister no longer able to
take her things away and hide them from younger sister. Led to better
relationship between sisters.

Older and younger children learned from sessions with X child.

Children in family became more at ease with Parent Educator, seemed
to make them feel more valued as persons, also.

Older children became less shy, self-conscious due to Parent Educator's
attention to them and their family.

On the baby.

Child became more verbal, voice better modulated rather than seldom
speaking and then hardly above a whisper - by end of 2nd year.

Baby - compared to other children in family - seems quicker to catch
on to things, very curious about world about him.

Experimental child became more self-reliant - less dependant on mother
to fight battles with older sister - took up for own rights.

Practical advice given: baby who alwayc was placed in crib on same side.

Babies learned they could do things and they enjoyed learning.
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Personal Changes

In dealing with own children

Able to observe her cwn children more critically, more helpfully.
Able to listen to her own children, even when tired.

Increased competence as a parent - now knows how to go about working
with own children.

Changed mothering style from yelling, ordering to persuasion, reason.

Learned to communicate meaningfully with own children - talk as they
go to town, etc.

More patient and tolerant with children, hoth those in Project and
own kids.

Pays much more attention now to own ckildren than before.
Better understanding, relationship with own ciildren.

Nov pays more attention to own children's development, behavior.
Realizes earlier lacks, feels guilty, tries harder to take children
interesting places even when too tired.

Buys children educational toys, books, visits schools more often.

View of own children: New perspective from working with other children
and learning what normal children are like. Better perspective leads to
fairer, more patient, more understanding treatment. Motherhood practices
are improved through insight gained at work. Mother assumed greater
responsibility for behavior of the children in relation to herself.

(Not that child drove me crazy, but I let that child drive me crazy.)

Saw effect of her parent education on children in project, decided to
use with own kids.

Changed reactions to own children - behaved differently toward them
because of insight gained in training for project.

Increased competence in dealing with own children - increased feeling
of self-worth.

In competence and self-esteem

Project made aware of usable ideas, knowledge already possessed - brought
out awareness and use in work with babies - increased confidence, competence.

Learned educational use of toys, how to teach imaginative, creative
play with toys.

New confidence in ability: found high school education sufficient to
enable to help others and found helping others very rewarding.
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Greatly increased competency and desire to work with kids and to help
others.

Became more competent, less shy, less afraid to fill out forms, and
to do paperwork.

Discovered love of teaching - thrill of seeing someone learn.
Sense of accomplishment, contribution to those with real need.
Competence to get a decent job and salary.

Sense of accomplishment when teach and see kids progress.
More at ease with people, learned to express self to others.

Gained enough confidence to do "almost anything that somebody will
teach me how to do..."

More self-confident.

Thrill of possessing ability to work with children and knowing she
has this ability.

Sense of accomplishment in doing for someone who'really needs help.

Teaching led to sense of accomplishment and to greater feelings of
self-worth, "It really makes me feel important.

Increased competence, knowledge of teaching babies and mothers.
Greater self-confidence.
Greater knowledge, understanding of children.

Sense of personal security from earning money working on the project.

In aspirations for self

Feels competent in child-related work and will seek further employment
in this field.

Wants more education and will enter junior college in the fall.
Now sees Possibilities for a career plus being a wife, mother ~ wants to

expand horizons and be more than she was - plans to take degree course
in junior college.

More ambition - desire to get a high school education - finished that
and went on to plan for junior college.

Feels she has personal learning potential.
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Interest changed from work with things (bopkkeeping clerk) to work with
people - the latter is now seen as much more rewarding.

Attitude on school has changed from extremely negative (mention made her
scream) to very positive - potential via education seen as escape from
deadening routine of housework, isolation, constant demands, worries of
being home all day and not earning money.

Sees own potential as much greater than before when stayed home all
day; feels more alive, more useful.

In social concerns, child development knowlqug

Ideas from project which can be applied to own nursery school for
babies from birth to two years.

Changed views of teachability of young children ~ wishes that such
knowledge had been hers when own children were younger.

Greatly increased belief in importance of teaching children early in
life and with the idea that education begins at birth, not when child
goes to public school.

Knowledge of baby psychology and devclopment: had not known children
this age had any great learning capacity, and did not know that children
can learn from the games they play.

Changed from not caring particularly for children to real attachment
for them. ;

Increased concern for plight of families and children in the ghetto -~
. desire to help with their problems.

\Wants to give kids a background in life, keep mothers interested in
their children and in teaching them.

Pleasure in seeing parent of project become more competent in childrearing.

Gained knowledge of educability of little babies - saw that they could
learn long before they could verbalize about what they had learned., Saw
learning expressed, demonstrated in baby's success with games rather
than in his use of words.

Much more aware of others' problems since going into homes as Parent Educator.

Gained greater sympathy, understanding of mothers' problems. Gained
greater insight into own plight as a mother.

"1 feel for those mothers" - desire to help others aroused.

TR e

Feels guilty because of own advancement - "I have finally gotten a
little bit more than they..."
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Persuasion of necessity for intervention into miserable lives - increased
concern for others.

‘:; Made aware of the rewards of working with children.

Understanding own children better leads to better relationship between
Parent Educator and own children.

Learned to pay attention to children as important persons - listened,
and appreciated individual rates of maturing and individual differences
of other kinds, too - judged each as an individual, unique.

Pleasure in seeing ﬁothers change for the better personally.
Pleasure in seeing mothers change in relation to child.

General education

Now reads child-related materials of all sorts.

Project work caused her to use reference books, including the diction-
ary, and to read new books related to child education.

Became a more discriminating TV watcher: Paid attention to who
originated, produced, performed in TV programs. Watched more news
programs. Became selective in programs children allowed to watch,

‘t) Reads books and watches TV programs on Children and Education.

Changed reading habits: buy family material rather than personal
interest, more for children than for adults.

Now buys as well as borrows magazines. Work money makes this less
a luxury than before.

Now watches for TV programs on children, education, health and really
] enjoys them.

Other

Husband had to adjust to a working wife and- to her making almost as
much as -he did.

Liked most

Personal growth, achievement through helping others to grow, achieve.

Pleasure in seeing mothers, children change, family relationships
change.

Parent Educators felt that in some cases mothers took more
pride 'in their appearance and that of their children.
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That parents were proud to learn how to teach their own
children and took pride in their accomplishments,

That parents had a greater sense of self-worth, greater
confidence in their ability to help their child since visits
began.

That family life-styles were changed toward those that
promoted the well-being of the children.

Pleasure in helping those who need help.

Sense of accomplishment in helping families to better
chance in life.

Pride in making a contribution to low-income children's
ability to learn, achieve in school.

Pleasure in knowing how to help, especially how to teach a child.
Child's response, progress rewarding.
Own children's progress a pleasure,

Increased personal competence in dealing with own children.

Liked least

» aperwork: - Most frequent comment was lack of practice, training
in clerical tasks - feeling of inability to ‘do the job
well created anxiety -~ felt general education level
prior to coming to project did not prepare for a paper-
work Jjob. '

Second most frequent comment: frequent changes, revision
for same and for different projects which made it
necessary to relearn how to fill fu “ms out properly.

Finding .
Mothers: Often only thc mother's name was the only name available
) and since mother and child were known in the community
by the father's name they were difficult to find,
Rural post office addresses hard to find since post office
does not generally give out information on postal patrons.
Uncooperative
Mothers: One comment only, although there were frequent comments

without apparent dislike, that some mothers were often
not home even for advance-arranged appointments.

com,

.
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Susmary of the Results

We set out to ac~omplish three objectives: To find out whether the
use of disadvantaged wvomen as Parent Educators of indigent mothers of
infants and young children: 1) enhanced the development of the infants
and children; 2) increased the mother's competence and sense of self-
worth; and 3) contributed to our knowledge of the home life of infants
in our pcpulation. A fourth objective, although not stated as such,
was to continue the demonstration of the use of pnnprofu-lioul Parent
Educators 7.8 & model for the successful fnploy-ent of disadvantaged
women,

The ~esults relating to the first objective indicate thst at the
end of the first yesr, children whose mothers had been involved in the
project were superior to control children on both the “Griffiths Memtal
Development Scales” and ou the series material designed orig.u-lly as
teaching materials for the project. At the end of the second year,
children wvhose mothers had beem in the project from the .be‘tninc or
whose mothers eatered the program of Parent Education when their child
was one year of age were superior on the series material to control
children; but the chiléren of mothers who had only the first nine
months of the program (three months to twelve months) were mot superior
to the coantrol children. 'ﬂle pattern 61 acores on both the Griffiths
and Bayley Scales show that the verhal area lags behimi those aress

involving motor skills. Gemerally, the first objective was met.

The results in relation to the second objective indicate that

we were Prtull; successful. Mothers for whom we had both pre and post

information moved toward & more intermal control of reinforcement
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orientation. They now felt they had more control and more influence

over what was happening in their own lives than they did when they entered
the project. The paralinguistic measure indicates positive but not sig-
nificant movement. The measure of self-esteem failed to reveal any chaages.
However, our data show that these mothers entered the project low in self-
esteem and high in external orientation. The fact that this program of
minimum intervention led to movement on the latter and on the voice
measures. is of practical significance.

Our third objective was to increase our understanding of the home

life of these infants. It is obvious that we have learned a great desl
about the life setting of poverty families in the rural and small-town
region in which we worked. Of special note is the large range of indi-
vidual differences in child c;re practices and verbal input in the homes
which permeate the so-called culture of "poverty.” Our findingc suggest
to us a continuing need to learn more about the way individual faptorl
within a social class or ethnic group relate to achieveient. The measure
of maternal expectancy, for example, shows that sex role sxpectation and
the mother's view of how well her child matches her ideal influences
child performance. Further, we have evidence that verbal interaction
within the home bears a relationship, to the mother's view of her coatrol
of her destiny and also some relatiomship, although small, to child
performance within the poverty group. Other research has indicated

the importance of both these variables when the total social class range
is included. Our data indicate that, within the group that some people

tend to view as homogeneous, these differences exist and exert an effect

-~

onh the child. The marital situation indicates that there is a higher
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degree of children being reared solely by women in this population then

the general statistical average. Virtually half our childrem are being
x‘-eared in fatherless homes, and we have some indications that the poorest
homes, in terms of contributing to the child’'s intellectusl growth, may
be the homes of single mothers who have never been merried. The beslth
data indicate that these childrem suffer handicaps from the begimaiag in
relation to middle-class children in the amount of illmess with which
they must cope in the first two years of life. The data ve asccumulated
in relation to the above objectives offers a number of leads for future
programs of Parext Fducatiom.

Our fourth objective, although not stated as such, has beea clesrly
met. Ve have demonstrated the viability of a program of pareamt sducatioa
using paraprofessiomals as te.cl:e.u of mothers in their own hemes. The

stability of the Parent Education group, the stetement of their ows per-

ceptions, the effects on families and om children all stand as imdicators

that this model is s workable scheme. Chapter 4 presents the implications
derived from this research and indicates those ways in which this type of’
program, although successful, can be improvaed and enlarged te better serve

both mothers and their infants.
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Dissemination Activities

Although dissemination was not listed as a stated objective, the
program has served as a model” to Parent and Child Centers, Follow
Through programs, day care centers, and to other University institutions
in ways far beyond what we had expected. It is one of the strange
eventé of our time that a pilot program such as this is utilized by
others long before results are in. The principal investigator has been
concerned about this, and has consistently attempted to communicate
with others that there were no clear indications that either the parti-
cular materials which we had developed or the general approach were
suitable for generalization, Nevertheless, the program is being used.

Parent and Child Centers. We reported in our progress report of

March 1, 1968, the Parent Education Program wns'presented to parent-
child personnel in Washington, D, C. in September, 1967, As an out-
growth of ;hat seminar we developed an arrangewent for working with
the Chattanooga Parent and Child Centzr, Six Parent Educators and s
co#ndinator from Chattanooga spent a month in training in the summer
of 1968 at the University of Florida. Arrangements were also made to
process PEWR and series data from the Chattanooga PCC and to provide
consulting services. Unfortunately, budgetary restrictions prevented
implementation of the consulting phase, but training was conducted
and data analysis is still in process. )

A further relationship to the PCC was & consultant visit by the
principal investigator with some of the people from the migrant PCC
in the State of Washington in April, 1969, A number of PCC personnel

have visited the program in Jainesville, representing among other such
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places as Barton, Vermont; Cleveland, Ohio; Minneapolis, Minnesota, and
Atlanta, Georgia. The Jacksonville Parent and Child Center has employed
a former Parent Educator who moved to Jacksonville as an infant teacher.
The principel investigator also serves as a Field Research Associate

to that PCC. Many of the Parent and Child Centers have purchased the
stimdlation bookletg, but it is not clear how they are using then;

The use of the Florida Parent Education Program in the Parent and
Child Center movement seems to be a useful derivative. We are convinced
that the basic notion of the Parent Educator as teacher of the mother
in the home is sound. Problems still lie in the engineering phases
gnd in the organization of supportive services. It should be possible
for Parent and Child Centers, wh%ch provide the supportive services,
to successfully implement the stimulation types of work within their
programs,

Follow Through., Included as part of Appendix P is a description

of the Florida Follow Through Model which served six communities
(éhiladelphia, Richmond, Jacksonville, Jonesboro, .lac du Flambeau,
Yakima) in the 1968-69 year and will serve 11 communities (with the
;ddition of Hillsborough County [Tampa], Florida; Houston, Texas;
Winnsboro, South Carolina; Lawrenceburg, Indiana; and Chattanooga,
Tennessee) in thé 1969-70 year. In addition to the Follow Through
Program, the Parent Educator Model wil{ be applied in two Head Start
locations: Chattanooga, Tennessee, and Jacksonville, Florida in this
coming year. Personnel from all these Follow Through communities and
two Head Start centers will begin their training this summer on the

Gainesville campus, and will receive continuous inservice training and




consultant support throughout the year. Our review of our work in the
six coomunities this past year has indicated that the basic concept

of a paraprofessional Parent Educator serving the mother in the home
is a useful contribution to intervention in early childhood school
programs.

Requests for Materials. As result of s four-minute presentetion

on CBS 21st Century in February, 1968, and a three-page article in

Mothers Manual (Appendix L) in February, 1969, the Institute has

received a great number of requests for information and materials.
Appendix K lists the numbers of stimulation booklets so)d. We have .
no way of knowing how the 700 plus parents who have purchased the booklet,
after receiving information that 1t was not lpeéiftéally devzloped with
middle-class mothers in mind, have made use of the materials, It would
be interesting to develop a follow-up questionnaire to explore the use,
but we have no funds or plans to do so at this moment. We know fhlt
several requests were received from people who were told by aeighbors,

3
or in the case of physicians, by patients about the booklet -utert;ll.
We commented earlier in the second chapter of the report that the materials
are not complete as instructional devices. Our assumption is that many
of the mothers 'ﬁo indicated in their letters that they were college -
graduates or teachers have been able tq use the material as simply sug-
gestive and develop their own approaches from them. VWe would hypothe-
size that the mothers who write us and purchase the bookléet might use the

materials in auto-instructiomal fashions differently from mothers in

our project who were too stimulus bound and externally oriented to do so.
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A major characteristic of the program has been the use of the para-
professional. Many dissemination requests and activities have focused
on this role rather than on the materials per se. A manuscript in press
developed for the National Commission on Mental Health for Children by
Irving lazar makes substantial reference to the training phase of our
project as well as to the materials. Attached as Appendix I1is a
copy of a New Careers letter indicating our use of Parent Educators.

As mentioned above, the Pollow Through and PCC programs have adopted
this phase of the project, even though they are developing their own

materials.

Publications and Papers. Appendix J.lists the publications and

the scientific meetings at which the project has been described.

In lulany,_t'o main characteristics of the Early Child Stimulation
Project have been adopted in other places as an outgrowth of our work:
1) The stimulation materials in booklet form, and 2) the use of the
p;raprofeslionnl as Parent Educator in the home, The fact that these
two elements have been used or selgpted suggests a third fundamental
point has also been accepted. That is, that adults who are "dissdvan-
taged” can learn and change, and change each other. The focus on the
mother rather than only on the child in the generalization from our model
indicates an acceptance of our fundamental assumption that the home is
the central agency, and the mother is éhe primary teacher of her child,
This does not mean that children cannot be placed in day care group

settings, but it does suggest that those who have adopted our notions
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feel that this is insufficient in and of itself to lead to lasting
change. Whether this assumption is correct has not been completely
Aemcnstrated in this one project, nor in the settings which have
modeled upon us. Although it is a hackneyed phrase, only time will
tell, We have encouraged those who have asked our opinions that they
build as careful research and evaluation into their program as it is
possible to do in ofder that judgments can be made longitudinally.

We hope that funds in the new Office of Child Development will make

such modeliug activities with research elements possible, and that in

addition to our orientation others will be tested in similar fashion,.
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CHAPTER 4

IMPLICATIONS

Where do we stand at this point? This parent education program,
originally begun in 1966 with support from the Fund for the Advancement
of Education, shows one successful approach to enhancing child develop-
ment. In June, 1969, we face continuous pressure to provide adequate
environmental settings designed to promote maximum development of the
infants and children in our society. We know there are many mothers
who do not offer learning. opportunities to their children in their
homes. We know further, that although this may occur with higher
frequency in poverty families, it is not confined to any social class,
race or ethnic group. In addition, we face the changes in laws which
may require more mothers to seek employment and force them to place
infants and.very young children in group settings. By no means do the
results from this study provide clear answers to the above issues, nor
would it be possible for any single study, especially a‘pioneer effort
such as this, to accomplish such a task. However, what we have learned
may provide clues to some movement toward the solution of the social
problems which face our country in the immediate future and probably for
the next few decades.

First, we have demonstrated that paraprofessionals can be success-

fully used as educators of mothers in a home visit program. Parent
educators are able to maintain contacts, grow in the job, develop their
own self-esteem -“ovug wiih their skill, and create new careers for
themselves which are socially uéoful and psychologically satisfying.

When Children's Bureau support began on July 1, 1967, we employed 15
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full-time Parent Educators and 6 half-time Parent Educators. All 21
people were still employed when field operations for this project

ceased on February 28. All but two (half-time) are still employed in

the longitudinal study currently being supported by the National Institute
of Mental Health. Not only does the fact of extremely low turncver amcng
parent educators serve as an additional demonstration of the viability

of such a program, but also the change in salary, status and opportunity
which has taken place over these years must be considered. When we
employed the Parent Educators, the State of Florida determined a pay

rate for a merit line item which was created for this project and

entitled "Child Development Trainer." The beginning salary was $3,060

a year, although we were able to employ many of the Parent Educators

who had been with us from August; 1966, at a beginning rate of $3,120

per year. Since that time there was a merit pay raise on July 1, 1968,
which averaéed 7&%. Because the duties in the current longitudainal

phase of the program include responsibility for running a small gfoup
cénter, supervising another adult, as well as continued parent education,
we have been able to create a new career step in which the average
beginning salary for our experiencea Parent Educators beginning September 1,
1969, will be approximately $4,000.

The two Parent Educators who did not have high school diplomas have
now both received them through attending night classes. Several Parent
Educators have begun work on Associate 6f Arts degrees at the local Junior
College, and one is now currently enrolled in the University in elementary
education, taking work on a part time basis because of her full-time
employment. Beginning in July, 1969, the Santa Fe Junior College will

offer a special certificate-granting program for the Parent Educators in
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which they will receive credit for one-fourth of the iotal program for
their participation in the Early Child Stimulation Project. The Parent
Educators themselves have formed their own association so that they can
seek further education and other means of employment when research
contracts eventually terminate. We feel all of these are indicators of
the value of developing a program such as ours.

I1f we need to find employment for many disadvantaged women who will
be required to work, then the role of Parent Educator can be expanded
so that many women can learn to teach their friends, neighbors and
residents of their communities better ways to interact with their children.

Second, we have learned that a program of parent education, in
order to make sufficient impact, must be embedded in a comprehensive
system of social change. Many of our mothers, even though willing,
were unable to avail themselves of the learning opportunity because of
the overwheiming ir.fluences of deleterious life circumstances. Adequate
housing, adequate food, adequate medical services, adequate income,
adequate power are all intertwined in a single system with adequate parent
education. Over the years we have had numerous stories from our Parent
Educators about families who needed-commodity foods but were not qualified
because of some legality. We know of families who need clothing, medical
services, nutritional information. In a number of these cases Parent
Educators were able to seek out help from volunteer agencies or some
branch of county government. In other éases, we remained frustrated
because of the various legal restrictions which served to make many
poverty families ineligible for certain kinds of help.

Our families included those who lived so fair out in rural areas

that they walked two miles to a creek for water., We had families with
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no electricity, with no screens on windows or doors so that children
were constantly plagued by fleas, mosquitoes, gnats and all variety of
insect life. We Know that many of our families were deeply in debt,
including some of our Parent Educators. One of our Parent Educators was
in such straits and iiving on such a slim margin, that car repairs or
illness would temporarily destroy any efficiency, because there was no
way for her to make ends meet. One of our Parent Educators lost her
home in a fire and only the concerted effort of all the other people

in the project enabled her family to reconstruct their lives and begin
the process of rebuilding. Faced with such odds, our Parent Educators
were able to "make it" because of the job situation, but some of our
mothers who dropped out could not overcome such barriers., One of the
changes we noted in our Parent Educators was the effect of steady

income in a highly esteemed job in the University setting. They had
" ) opportunitiés to learn successful management of credit through the credit
ugion, they learned about social agencies so that many of them were

able to secure better hous.ng, better medical care, and additional
formal education. They also were able to become involved in community

action programs such zs the Governor's ''Operation Concern.”" Thece
benefits which they derived must be incorporated into a program so

that they become available to all. The Parent and Child Center con-

cept comes closest to this systems approach.

Third, the curriculum of parent edﬁcation as used in this program

was confined to the development of concrete, specific exercises for
mothers to engage in with their children. Basically, this is a sound
and successful notion. However, as Parent Educators gained in experience

and self confidence they were increasingly able to make a variety of
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suggestions in the area of curriculum development which may be more
closely related to some cultural norms thaﬁ tasks derived from
ésychological, theoretical positions. If the objective is a rhythm
and music involvement between mother and child, there is no reason
that culturally relevant music and rhythms cannot be used. Initially
when we attempted to elicit such games, stories and songs we used were
unsuccessful and we fell back on "London Bridge,” but 1969 is not 1966
and it is now much more possible to stress cultural contributions

and embad them in a parent education and child stimulation program.

A curriculum which attempts only what we attempted may be, in .the
long run, too narrow to make sufficicnt change in a child’s orientation
toward the world and the culture beyond his family and group. We noted
the fearfulness with which two yoir olds approached our testing situation
in contrast to middle class children. We need to devise a curriculum
which stros;§s and utilizés curiosity and openness and exploration far
mcre than we attempted in this pilot effort. This creates a variety
of problems, both in the training of Parent Educators and in their teach-
ing of mothers. We found on éur home visits that a primary technique
was an ordering-forbidding approach with little joy expressed at success
and little opportunity for simple repetitica of activities that the
child could already do. Although our Parent Educators did very well
with th; materials we provided them, and although they were able to
make useful suggestions for tasks in ou} initial series, too many of
the tasks could be used as "testing” by the mother rather than as

"teaching.” We referred to this problem in chapter two; here we wish

to reemphasize the importance of designing materials, and the instructions

which accompany them, so that the child's horizons are expanded and the
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mother comes to enjoy and value his new scope rather than restricting
him. We need to develop and provide for parallel tasks which build
laterally as well as horizontally. In task development, we face the
problem of space and equipment, particularly as the child reaches 18
months. . We need to help the Parent Educator make more use of her
ingen y and continue to involve her in task development so that a
program does not become stereotyped. Further, we need constantly to
remember that the mother is.thg target and not the child. Tasks must
be designed so that the mother sees some sense in and gets some

‘ enjoyment out of them, and can see the child grow in his ability to
qppe with. them. Otherwise, we run the danger of the mother becoming
stale.
Although in all other cases, the children of mothers in experimental
groups out-performed control children at age one and two, this did not

happen at age two for those who were experimental for only the period

from three months to one year of age. The children may have learned
thé specific tasks, but they did not gain the power to learn on their
own. Their mothers did not gain in generalizations necessary to
frnnslate the procedures learned in the first year into the development
of their own tasks. The lack of maintenance may also be because the
mothers q1d not aéhieve the understanding that it was important to
continue to provide the child with opportunities to learn. This is
not an uncommon problem. Professional teachers, as well as these
mothers, do not generalize from one type of learning situation to
another, nor do they necessarily free children to learn. We face the

problem: how do we teach for generalization of principles? Curriculum

c development stressing this goal for the mother as well as the goals
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of curiosity, openness, joy, for both mother and child, must be
important parts of the system.

Fourth, how one teaches is probably of more fundamental import at
these early years than what one teaches. This reiates to comments
directly above. We need to learn far more than we now know about the
general home conditions which influence intellectual and personality
growth, Our data sﬁggest the importance within this population of the
role of total adult verbal interaction in a direct face to face situation
with the child. We found radios and television sets would be on in
many of these homes with no one paying the least attention. They were
noise 1n:the system. We believe that language development is learned
ﬁest in an interpersonal setting in which the child receives immediate
feedback from his environment an& in which his dctions are accompanied

by descriptive words from the significant adults who surround him.

.Although we are aware of the Children's Television Workshop, we are not

at all convinced that these mothers will take advantage of such ﬁ
pfogra-, nor will their children necessarily learn and meintain whatever

it is they are learning. The problem will be to get the mother to turm

the set on, to watch it with the child, and then to carry on communication,

discussion and play with the child based upon what she has seen. Our
belief is that if this does not occur,.the program effects from television
will no¥ be lasting. We need to find more ways tc encourage parents to
communicate with their children, to ro;lize that what they say, how they
say it and when they say it makes a difference.

Further, we often found that children were not permitted to make
mistakes. Parents and Parent Educators would overly assist the child to

perform a task in the right fashion and not necessarily let him learn
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through any semblance of a discovery approach. Parents also tended to
believe there was one right way to perform.a task. If a child was to
pile different sized rings on a spindle, then the parent behaved as
though the rings must be arranged in an ordinal fashion and would stop
the child from picking up the wrong ring. Opportunities for trial and
error'acco-panied by language were lacking in these homes, and many
provisions must be made for introducing these opportunities.

Our mothers, when we observed them on home visits, reminded us of
the lower class mothers described by Hess and Shipman. Any effective
program of parent education needs to help the mother see “the power of
positivo-thinking." We need to help her learn some of the principles of
learning, but not necessarily in fny doctrinaire fashion. Part of our
task is to help her understand how important her evaluation of the

child is on his self-concept, how important her expectations for him

‘are on his development, how important it is to provide a variety of

npportunities arzZ challenges rather than a rote lonrninj approach; Again,
ou? own tasks may to some degree have fostered some of the rote learning
procedures, although we suspect that these techniques are deeply embedded
in the culture. Parent education has many subtle changes to bring
about. The way in which Parent Educators are themselves taught must
provide clear no&els to them of ways in which they are expected in turn
to teach the mother. If materials or igstruction of Parent Educators
lend themselves to a closed approach, then we cannot expect them to
teach a mother to be open and experimental in playing and working with
her child.

21122, we had a feeling often during the second year that there was

a lag in the program. The data on the children who became experimental
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in the second year do not support our feeling, but the lack of continuous
growth by the original experimental group suggests that the feeling was
not completely off. More challenge, more diversity, more involvement,
more new tasks should have been introduced beginning around the 18-month |
point for these children. We now believe that a program of group day care
in s-ill group settings similar to our present Backyard Center operation
for two to three ye‘r olds can be successfully begun as early as 18 months
if not before. In our Backyard, or Home Learning Center, a Parent
Educator, now called a Home Learning Center Director, and the mother who
lives in that home, work with five children between ihe age of two and
three for two, two-hour periods a week. In addition, the Parent Educator
visits each home once a week to qontinue teaching the mother. I1f group
day care is introduced for children as young as 18 months, or even
earlier, there will need ?o be a whole new training program because the
‘skills learned by Parent Educators for demonstrating with one child as

& means of teaching the mother do not necessarily equip her for ditling
wifh small groups of children in a setting designed for educational sims.
A training curriculum would zeed to include knowledge of group management,
;spocinlly from an ecological point of view. The Parent Educator needs
help in knowing how to so organize a learning setting that discipline
problems are avoided before they start, learning materials are carefully
placed, children are enabled to handle Fhe environment without distressing
themselves or others. Further, the curriculum needs to help a Paremt
Educator learn all of the many ways in which any piece of equipment can
be used for learning, rather than the most obvious way, or the way pre-

scribed by the manufacturer. She needs skill in how to work with another
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adult in which she has to play a supervisory role. Problems of health
care, sanitation, insurance, responsibilit§ all become major issues when
;ne moves from a home visit approach to a group setting. Further, ex-
perimentation is required as to the most appropriate mix of group versus
1nd1v1dpa1 instruction. Palmer's research suggests that a long period
spent in a one to one relationship is the most significant factor in

the development of two year olds. If this is so, the group setting
must be so organized and staffed to allow for this kind of time.

while we are still strong in our belief that the mother is the key
person, we believe that her efforts can be supplemented through some
form of group learning experience at least as early as age 18 months if
ﬁot earlier. .

Group day care may offer andther phase to the systems approach to
the solution of some of our problems of employment and social change
along with ;arly child edﬁcation. We can create small day care centers
mainly staffed by paraprofessionals from the neighborhood who have been
tfained in a variety of stimulation orientations and techniques to work
not only with the children buf also with the mothers. The Lanham Act
activities in World War 11 provide ;ne possible model, the Parent
Cooperative Nursery School provides another possible model. 'Both of
these, however, were single thrusts that did not relate to the problems
of housing, planned parenth~od, income maintenance, nutrition and a
sense of involvement in one’s own destihy for people who were geither
middle class nor employed in industrial plants.

Our attrition data and our Parent Educators' conments indicate that

there are mothers in this population we were not able to serve in our




219

type of program. It may very well be that we could serve them if their
qther life needs were well met. However, there may be some mothers,
particularly young single ovines, whose attitudes towards their children
are such that group settings might be a more effective beginning point.
Mothers often begin their involvement as classroom observers. This role
can be extended downward to 18 month olds or to whatever point the group
setting might be uséd. The role of the mother as observer has long been
common in education and has been used in Head Start programs, Follow
Through programs, parent cooperative nursery programs, as well as in

the emerging Parent and Child Centers. As we develop more cable
television potential, we might be able to use some form of closed circuit
or special channel approach to begin to reach the less interested mother.
Instead of a program designed pa;ticularly for fhe child, we might video-
tape the grqup day care center and inform the mother that she can see
her child at work and pla& on channel X at 7:00 PM, This can be
followed uﬁ by home visits to discuss what was on the program, with

I;I. preparation for what might be seen next time, with some opportunity
for the mother herself, if she attqnds the group setting, to see herself
.noxt week on television. We found that our few moments on 21st Century
served as tremendous impetus to our staff and mothers. There iz no raason
that such a vehicle cannot be used more systematically to involve
peripheral mothers. It can also be used, of course, as an extremely
effective means of inservice education\of Parent Educators, and we have
done some of this in the past. That is only one possible approach. We

need to explore a variety of means for reaching the unreachable.
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Sixth, many of our mothers lacked any skill in handling group
;elationships with other women or for setting up programs or plans for
themselves. Parent ecucation more broadly conceived would need to
include teaching skills in group relations, program planning, action
activities which would increase the mother's ability to deal with her
neighborhood, the school, and social agencies. 1If one of our goals in
parent education is to increase the mother's self-esteem and feeling of
control, then we must develop educational programs which give her the
skill to cope effectively with the environment. We found that when
we attempted small group meetings the lack of skill was most evident.
”b were not organized or staffed to fill this gap, but we would strongly
recommend that this be part of the system.

Seventh, toward the end of the project, several of our mothers
were able to move into public housing which became available for the
first time. We learned qﬁickly that merely providing adequate housing
does not n;cossnrily change the mother's attitude toward hernolf{
t;'nrd her child, or toward the society at large. Mothers who were
difficult mothers before they moved were still difficult mothers. .,
.lothltl who were cooperative and eager before they moved were still
cooperative, eager mothers. We discovered, however, that some mothers
had no potion as'to how to care for, maintain and make effective use
of a modern apartment. A parent education program should include help
for the mother on simple maintenance of equipment, use of electrical
appliances and other basic survival techniques in the urban world.

Parent education, even though it's aim is the development of the child,

should cover a far broader range of topics than those originally
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involved in this project in order that the mother can make the most
effective use of the materials which are immediately relevant to the
child.

Eighth, when we shift from program goals to problems of methodology,
e are very concerned that current measurement techniques are woefully
inadequate for assessing learning and development in either infants
or mothers. We have already commented on our testers' reactions to
the Bayley Scales. Although the Griffiths Scales of Mental Development
at age one are easier to administer, we are not at all sure whether
or how they relate to learning in later years., Our own series material
proved as useful or more useful than standard intelligence tests. 1In
effect, the concept of teaching the child and measuring him to see if
he has learned what you have tauéht him, which is now being applied in
primary grades as a substitute for the intelligence test, may be our
best approach in infancy and pre-school as well.

We neéd to examine many more parameters of infant behavior than
tﬁose measured in a standard test situation. Schaefer's notion of
task orientation is a step in the right direction. We need to develop
hany observational measures of child performance in natural settings
and study the ways in which these change in relation to materials and
instruction as they are introduced.

The measurement of maternal attitude is another difficult area. The
SRI seems to be a useful first step. fﬁe HISM proved less useful in
this setting, while the semantic differential approach, although cum-
bersome, offers interesting possibilities. The need to introduce some
standard techniques which can be applied in a variety of projects so

that some comparative measures can be studied is crucial as workers
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attempt to generalize from the various present pilot efforts. Further,
we need to develop measures that do not reﬁuire a high degree of skill
and sophistication to administer because of the lack of personnel in
many places for carrying on the kind of careful testing involved in
Griffiths, Bayley and Stanford-Binet type testing. Studies of
methodology are essential to progress. Just as it takes years to
perfect a new surgical technique, it takes years to perfect a good
psychological measurement technique. Support in the way of funds is
an absolute necessity if we wish to make sound progress in our assess-
ment techniques so that we avoid the problems that have faced Head
Start and other programs when poor evaluation jeopardizes what may be
a good program. It is fairly characteristic to suggest that further
research is necessary. Although this is a trite statement, it never-
theless must be made. We need many efforts such as this project to
try varieties of approaches to meeting the needs of our mothers and
their 1nfa§ts. As a part of this effort, careful research and eval-
u;tion designs and basic methodological studies including instrument

development must be built in. Large-scale service operations are

probably necessary, but even these should have heavily supported

evaluation. We need to realize that long-range programmatic efforts,
includipg longithdinal designs, are necessary before we can arrive at
what might approximate the optimum mix of procedures for maximizing
child development. As an analogy, we can examine what it cost. and how
much planning went in to sending an astronaut to the moon, how many
mistakes were made along the way which did not lead to cancelling

the program, but suggested new solutions. We will make mistakes and
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have made mistakes in programs of intervention, but these should not
be used to stop programs, but should be used to learn how to solve
the problem. If we can solve the problem of getting a man to the

moon, we can expend the effort and solve the problem of helping our

children grow. We can ask for nothing less for the children of the nation.
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